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1Chapter I
Introduction
The purpose of this study is to define precisely human rela-
tions skills and to demonstrate that these skills can be effectively
taught and learned by the teacher trainees. Four human relations
skills (relaxation, non-verbal awareness, attending behavior and
decision making) were Isolated and were presented to a group of
twelve teacher trainees in a systematic training program.
The human relations training program was developed under the
aegis of the Model Elementary Teacher Education Program (METEP) at
the School of Education, University of Massachusetts. The aim of
METEP as envisioned by its proponents was to develop school teachers
who have specific behavioral skills in five pedagogical areas:
social studies, language arts, science, mathematics, and human re-
lations. METEP was further charged with not only the development of
the instructional approach to these five pedagogical areas, but also
to adjudge the feasibility of implementing that same program into the
fabric of the School of Education's basic course of study for the
preparation of teachers (Cooper and Ojala, 1970).
The need to develop a program to train, not only elementary
school teachers, but all classes of teachers in human relations is
eminently clear. From the vantage point of this study, human relations
training may be seen as the systematic development of specific skills
that may be used by the individual to facilitate his communication
skills. The specific thrust of this study is the application of the
2skills to teacher training, especially the training of the elemen-
tary school teacher.
This interest in developing and enhancing human relations skills
is not new and its antecedents may be clearly seen in the works of
Dewey and other educational philosophers. In Dewey's injunction to
maintain an educational approach that facilitates a child's approach
to learning, he maintains that the approach must be of the real
world and congruent with that world and not merely a vague, lifeless
abstraction. One can visualize that we should be aiming at providing
skills that will be readily serviceable to the student as he makes
the transition from the often cloistered classroom to the world at
large. It is the intent of the human relations program, then, to
help the teacher impart some of these skills that will aid the stu-
dent in this transition from the classroom to the world outside the
classroom.
If there is a need to provide experiences in human relations
training for future teachers, there are four questions that must be
addressed: 1) Is there a demonstrable need to alter the curriculum
to include a human relations component? 2) What should be built into
that human relations component in terms of which skills should be
taught? 3) What curricular approaches should be used to facilitate
the training of the human relations skills? 4) How shall the train-
ing program be evaluated as it relates to stated goals? This study is
an attempt to generate some specific responses to these questions.
For the purpose of this introductory chapter a brief discussion of
these four questions shall follow. A fuller, more detailed discussion
3may be seen in the body of this paper.
The Need
In response to the first question about the need to alter the
curriculum to include human relations, the answer is clearly yes. The
very fact that the United States Office of Education, through the
Model Elementary Teacher Education Program has funded both the research
and development of new and more viable approaches to the training of
elementary school teachers serves as testament to the real and obvious
need to change the process of teacher preparation. The entire notion
of reconstructing the teacher education process so that it can be more
dynamic and timely is sharply mirrored in the writings of notable
educators and social scientists like Sizer (1966), Skinner (1968), and
Skorpen (1969). In the words of Harold C. Skorpen of the New York
State Education Department, "Education must do now what it should have
been doing all along: dealing with the human purposes of education."
He further argues that we should work to establish a program that "will
create as many effective new procedures as possible to help individ-
uals attain their maximum potential through human relations." Further
evidence to support the assumption that there is a need to develop
human relations programs can be seen in the new approaches to innova-
tion in human relations in the writings of Borton (1969) , Alschuler
(1969c)
,
and Brown (1969)
.
What Form Should the Curriculum Take ?
Before the question of what should be taught is answered, the
historical approaches to the issue of human relations training or
affective education must be examined. Historically, the approaches
4to human relations training has been divided into either the cogni-
tive or affective divisions. This dichotomy appears to be an unreal
approach to the way man learns for man obviously learns in an inte-
Stated orchestration of both the affective and cognitive themes.
It is from both cognitive and affective dimensions
of the self that one draws for the creative act.
Furthermore, in the healthy alive, creative individual,
the affective and cognitive domain are integrated.
What one "thinks" coincides with what one "feels".
Brown (1969)
.
The tools most often used in the cognitive approach were the lecture,
the text book and the library. The instructional approach used with
the greatest frequency by the advocates of affective learning was the
"T-group" and/or "sensitivity training".
It was felt by the author that if one could integrate the two
models of affective and cognitive approaches to learning, a valuable
alternative program could be established that could be effective in
teacher preparation. This is, in fact, what was done through METEP.
Both the affective and cognitive postures were examined and aspects
of each that seemed to be most useful to the purpose of teacher
education were selected to form a new amalgam—a human relations
performance curriculum. The process of selection of the individual
aspects of each curriculum and the teaching approach will be examined
later. Basically, four distinct skill areas were selected to be
taught in a systematic, behavioral objectives approach much akin to
the model suggested by Mager (1962)
.
A Performance Curriculum in Human Relations
The paradigm that was established was an integration of the
behavioral objectives model of Mager (1962), the hierarchical approach
5of Wolpe and Lazarus (1967) used in their therapeutic model of sys-
tematic desensitization, and the work of Ivey (1968c) in relaxation,
non-verbal communication, attending behavior and decision making.
Mager's (1962) contribution to the building of this program in human
relations was his instructional format. The use of behavioral objec-
tives and instructional alternatives provided a format that made clear
to the trainee what behaviors he would have and how he could learn
these behaviors. The specifity, clarity and conciseness that Mager's
format demanded was its major inducement. Wolpe and Lazarus' (1967)
contribution was to provide an Instructional structure for that format.
Wolpe and Lazarus' use of hierarchies seemed to be a logical way to
organize the material in a sequential manner. The hierarchies aided
the trainee in seeing the interrelated quality of each behavioral
objective and instructional alternative in each skill area. Ivey's
(1968c) contribution was primarily in the development of instructional
approaches and the listing of specific human relations skills. The
four skills selected from Ivey's work were chosen due to both a priori
and a postlorl reasoning. More specifically, these four skills of
relaxation, non-verbal communication, attending behavior and decision
making appeared to be basic components of human relations. This
decision as indicated above was based on observation, intuition and
review of the literature, both technical and popular. Basically,
then, the training program was an admixture of three relatively di-
verse systems that were joined together, not in a force fit, but
rather in a very natural marriage to form a workable training program
in human relations
.
6Summary
In summary
,
the goal of this dissertation is to examine the
building and viability of a performance curriculum in human relations.
It will attempt to examine the need for such a program, the building
of a curriculum in human relations, the technology of administering
that program, and the evaluation of the effectiveness of the curri-
culum in meeting its stated goals. Included within the scope of the
study will be a review of the related literature and some of the
philosophical tenants crucial to the study.
7Chapter II
Summary of Related Literature
In this chapter the development of the human relations movement
in the United States will be outlined with special reference to group
approaches. The growth of human relations, the assumptions behind
this specialized field of human interaction, and some of the research
related to this area of interests will also be discussed.
History
The group movement in human relations began in the United States
as an identifiable field within psychology under the aegis of the re-
nowned social psychologist Kurt Lewin (Cartwright and Zander, 1960).
Lewin popularized the term group dynamics and made significant con-
tributions to both research and theory. In 1945, just two years be-
fore his death, he established the first organization devoted to the
study of groups. The Research Center for Group Dynamics. Even though
Lewin can be identified as a primary figure in the group movement, he
certainly cannot be credited as the sole creator. Obviously, the
group movement was the creation of many divergent points of view and
individual efforts. Lewin' s efforts are the most prominent at this
early period in group history.
Occuring almost concurrently with the group dynamics movement
described in the previous paragraph was a movement to establish group
approaches to psychotherapy in the United States. Three major figures
share this leadership: S. R. Slavson, J. L. Moreno and Alexander Wolf
(Kadis et al.
,
1963). Slavson (Kadis et al.
,
1963) originated and
8developed in the late 1930’s a group process which he labeled Activity
Group Therapy. Slavson studied character disorders in children in a
setting that Involved physical activities of children as a matrix of
treatment. This therapeutic process, commonly called play therapy,
relied on the development of positive attachments among group members
and with the therapist. The atmosphere of the group was an important
issue in the success of the groups of Slavson in that it established
an open and permissive atmosphere where the children could act out
hostile and aggressive behavior without fear of censure or punishment.
Slavson isolated in his work what he considered to be the common
factors in all therapy including analytic group therapy. These com-
ponents were: 1) relation; 2) catharsis; 3) insight; 4) reality test-
ing; and 5) subliminatlon (Slavson, 1943). It was Slavson’s conten-
tion that individual psychotherapy supplied the first three elements
of relation, catharsis and insight but failed to provide opportunities
for the client to experience reality testing and subliminatlon. Group
therapy, Slavson believed, provided all five elements which he felt
was necessary for treatment to be effective. It was this contribution
of Slavson, the isolation of the five elements and his feeling that
groups could provide a more complete base for treatment, that marks
his early contributions as significant and memorable.
J. L. Moreno’s (Kadis et al., 1963) contributions can be traced
to as early as 1932 with the introduction of the term "group psycho-
therapy" to the lexicon of psychological terms. Moreno’s chosen
approach to group therapy centers around psychodrama and community
centered counseling—commonly known as sociodrama. Psychodrama is
9a group procedure in which one or more patients interact with other
patients who have assumed significant roles in that patient's life
and through portraying those roles
,
helps the patient work through
his problem. Group catharsis is the curative process. Moreno's
movement from a commitment to individual therapy to a group centered
approach was based on his view that acting out rather than talking
out could lead to deep catharsis of self limiting forces and free
the patient from these same forces (Moreno, 1950). He further be-
lieved that spontaneous stage play could be the medium, through dra-
matic expression, that would provide an opportunity for the patient to
act out and hopefully resolve their conflict with the aid of fellow
patients interacting in a specifically structured group milieu.
Alexander Wolf began practicing psychoanalysis with groups in
1939. The force that moved Wolf from a dyadic orientation in therapy
to a group orientation was primarily the economic issues of the day
—
the "Great Depression". He recognized the dire need for a more eco-
nomical and less time consuming approach to therapy and treatment,
and he began practicing group treatment as the alternative to indi-
vidual therapy. He clearly demonstrated that psychoanalytic concepts
and strategies could be applied and translated into his group setting
(Wolf, 1949). A further contribution of Wolf was his establishment of
leaderless groups, or as he called them, the alternate session, which
is simply a regularly scheduled group session that meets without the
presence of the leader or therapist. These alternate sessions had the
advantages of making it much easier for the group members to express
themselves, be self-assertive by functioning "outside the direct
10
dependency relationship with the protypical parental figure of the
therapist". (Kadis et al.
, 1963)
These diverse attempts at establishing a group approach to
therapy might have remained interesting experimental programs with
some limited application if World War II had not manifested itself
upon the American scene. The War closely touched all aspects and
facets of American life including most definitely American psychology
and psychiatry. The tremendous strain on American manpower and the
need for psychologically skilled individuals in both civillam life
and in the military made it obvious that some approach other than
traditional one to one counseling or therapy must be found and imple-
mented.
The works of men like Slavson, Wolf, Moreno and Lewin came more
clearly into view due to the microscopic and catalytic affect the War
had on the fabric of American society. It seemed clear through the
reports of these above mentioned individuals that the group was a
tenable and economic way to treatment. The group was to be used in
this context and to find itself channelled into diverse but compli-
mentary paths— that of therapy and that of "T" groups.
It is with the development of the "T" group, of the National
Training Laboratory (N.T.L.)
,
more specifically than with the therapy
group, that it is important to spend our time because it is the "T"
group and its history that most clearly has influenced the rise of the
human relations movement. It is important to note at this point that
although the "T" group is the obvious antecedent of the human rela-
tions movement, the "T" group’s historical place makes no sense without
11
some understanding of Its place In the history of the group movement.
Post War Years and the Establishment of N.T.L.
The establishment of N.T.L. in 19A7 was the result of the work
and foresight of three men; Ronald Lippitt, Kenneth Benne, and Leland
Bradford (Bradford, 1967). These three individuals, had in the early
post World War II years, integrated some of the tenents of the early
work with groups into a viable, non-therapeutic group activity—the
National Training Laboratories.
It will be helpful at this point to examine, briefly, the contri-
butions the three founders of N.T.L. had made in the establishment of
that program at Bethel, Maine. Ronald Lippitt’s undergraduate work at
Springfield College had interested him in group work to some extent but
this interest really did not come to function until he met Lewin as a
graduate student at the University of Iowa (Bradford, 1967). Bradford
(1967) recalls that Lippitt worked:
with Lewin on the development of the conception of
action research as an approach to social change...
And so the field of research and theory in social
psychology became one very important force in the
development of the National Training Laboratories
(p. 129).
Kenneth Benne 's contribution to N.T.L. "grew out of his keen
interest in the field of philosophy and logic. . . His graduate study
at Teachers College, Columbia University, was in the field of prac-
tical judgment, which he saw as a consensus development process in a
group. He saw that the social-psychological processes of building a
community out of conflicting orientations were a part of the basis
for building informed and authorative decisions leading to effective
action" (Bradford, 1967, p. 128). This interest of Benne's in the
12
utilization of applied social psychology as an instrument of organi-
zational change led him "to a great awareness of the importance of a
re-educative social process to work through differences among people
in nomative orientation, in goals and in means" (Bradford, 1967,
p. 129). Where Lippitt's contribution had been in the introduction
of Lewin's theories of social change and research models to N.T.L.,
Benne's contribution has been in terms of translating the theoretical
model into the development of laboratory programs (Bradford, 1967).
The third force in the founding group was Leland Bradford.
Bradford s background was educational psychology and his primary con-
cern was "with building bridges to action, with developing educational
innovation and with finding better ways for people to discuss and
solve problems" (Bradford, 1967, p. 130). Bradford was concerned with
facilitating the growth of teachers and educational decision makers
and leaders in all levels of society. As part of the experiences he
had with the W.P.A. and the Federal Security Agency, he was able to
further establish, formulate and experiment with his ideas to bring
about the educational innovations he felt were so necessary. Part of
what was needed for Bradford to institute some of his ideas were some
added methods and others who could help his ideas take form. It was
in this post war period that Bradford, through Llppitt, had met Lewin
and observed Moreno and began to adopt his psychodrama methods for
training.
It was in the fall of 1945 when Benne, Lippitt and Bradford
joined forces and established a relationship that developed into N.T.L.
They, in these early days, "talked about groups and the use of groups
13
in training and re-education. We talked about the use of sociodrama-
tic methods and the necessity of focusing on skills for rebuilding
relationships as well as knowledge as a necessary ingredient for
learning which transferred from a learning situation to the life work
and action outside the education situation" (Bradford, 1967, p. 134).
As can clearly be seen in this statement of Bradford's, the early
years of the life of N.T.L. were highly Influenced if not formed by
Lewin and social psychology. The influence of the clinical world of
psychology was not to be felt by N.T.L. until 1948.
In 1948 under the prodding of the Carnegie Corporation, which had
provided funds for N.T.L., Benne, Llppitt, and Bradford began to ex-
amine the issue of training others to serve as N.T.L. trainers. It
was under the intense light of having to examine the possible training
component of N.T.L. that "the interrelationships between social and
clinical approaches... The switch from social to clinical was abrupt.
The language of Intervention became more psychoanalytical and less
sociological" (Bradford, 1967, p. 139). The years of 1948 and 1949
truly become watershed years not only in the history of N.T.L. but in
the history of the human relations training movement in that it pro-
vides an opportunity for the marriage of the diverse elements des-
cribed in the earlier pages of this chapter, that of the clinical
world of Slavson, Wolf and Moreno with the social-psychological
approaches of Lewin and the Research Center for Group Dynamics. This
amalgam provided for the establishment of psychiatric and clinical
approaches to the training of individuals in the laboratory program of
N.T.L. (Bradford, 1967). This new model, the combination of social-
14
psychological and clinical methodology and theory into the group pro-
cess, which manifested itself in N.T.L. at the end of the decade of
the forties, shall become a viable alternative model for human rela-
tions training (Schutz, 1967; Kadis et al.
,
1963).
The Human Relations Movement
The period of the fifties was a quiet one in terms of the devel-
opment of a Human Relations Training Program. This period saw N.T.L.
wrestling with international issues as well as attempting to establish
itself a viable program. Primarily, it was a period of relatively
quiet growth for N.T.L. (Bradford, 1967). This period of the fifties
witnessed no significant development of human relations programs but
rather provided the raw products that would establish in the period
of the sixties a veritable proliferation of training programs.
The raw material that the decade of the fifties was to provide
that would inexorably set the stage for a mass human relations move-
ment was multifaceted and reflected the political and social scene
of that decade. There were five specific key factors in that decade
that would establish in the minds of men a need for new tools of
change and education.
The events specifically were the Korean War which underlined
the message that the Second World War and the United Nations had
established a clear need for alternatives to war to settle disputes
and greater understanding and communication would hopefully meet that
goal. The second key event in this period was the new awareness of
social problems, especially in relation to the Negro in the United
States. This problem was brought to light in the monumental Brown
15
vs. The Board of Education decision of the Supreme Court in 1954.
The resolution of this problem also suggested in part, greater under-
standing and new action alternatives. A third key factor was the
apparent failure of progressive education to make any difference in
the educational climate of the day. Education still proceeded as a
vertical process in which the instructor served as a teaching machine
imparting an endless line of facts and figures. The fourth major
variable can be seen in the characterization of those who were of the
generation of the fifties, that characterization meant they were of
the "silent generation". The fifth major variable that appears to
come into play is the movement from the old neighborhoods in central
cities to the suburbs . A comparison of the population figures from
the census of 1950 and the census of 1960 will bear witness to that
fact. This movement provided for a disruption of old patterns of
interaction that characterized a neighborhood and established a new
kind of aloofness and distance that is come to be the stereotype of
suburbia. These five variables and their interplay seemed to the
writer to provide the basis in part for the establishment in recent
years, the sixties, of ever-increasing interest in human relations
groups
.
The issues and frustrations raised in the fifties by the inter-
play of the five factors described above along with other factors
seemed to cry out for alternatives to the existing modes of resolu-
tion and change. N.T.L. had provided one alternative approach that
would and did serve as a model for attempting to ameliorate some of
the personal and communication problems that had begun to come to the
16
fore in the fifties. Numbers of individuals who would come to be
leaders of the human relations movement in the sixties were people
whose training, in part, could be traced to N.T.L.
Some of the most prominent names in the human relations move-
ment can trace their roots back to their N.T.L. experience. An inspec-
tion of the list of N.T.L. Fellows and Associates reveals such names
as Carl Rogers, William Schutz, Jack Gibb, Max Bierbaum, and Lawrence
Brammer who are important among those who established human relations,
group based, programs in the sixties. As Carl Rogers states in Client
Centered Therapy (1965)
,
"The writer has been influenced by the
Tavistock Institute of England, by the group dynamics movement in this
country and by those persons responsible for the National Training
Laboratory at Bethel, Maine". It is interesting to note, at this point,
that Carl Rogers who would be considered one of the most outstanding
leaders of the group movement in the United States does not embrace
the group until the mid sixties. This fact can be witnessed by a per-
usal of articles authored by Rogers in the period covering 1930-1961;
in this period there is not one article that specifically deals with
the group process (Rogers, 1961). It is not until the publication of
Client Centered Therapy that Rogers really makes a case for the use
of groups as an alternative to therapy or human relations training.
Not only did N.T.L. serve as a training ground or stimulus for the
above mentioned individuals but it also apparently served as a model
for the development of other laboratories like Esalen in California,
Aureon in New York and the other eighty or so "growth centers"
sprinkled throughout the United States.
17
The history of the group movement and the American scene of the
fifties served as a catalyst for the development of an active, popu-
lar and sometime unstable group movement. As Pfeiffer and Jones put
it in the Introduction to Volume I of their Handbook of Structured
Experiences for Human Relations Training (1969)
,
"In recent years
human relations training—the generic term for leadership development,
encounter groups, T-groups
,
D-groups, awareness expansion, organiza-
tional development, etc. has become increasingly visible." (p. 1)
The general thrust of these programs, not unlike the goals of N.T.L.
was to develop individuals who can contribute to the development of
social institutions that can promote effective functioning in people
(Hobbs, 1964). The group movement of the sixties has continued the
social and clinical psychological thrust espoused by N.T.L. in the
late 40 's as a road to institutional change and personal growth for
healthy people.
With the increase in the number of human relations centers and
programs, came an increase in research. The purpose of this research
was to examine; if in effect, the training program made any difference
in relation to the goals they had established for themselves as an
outcome of the training.
Evaluation and Criticism of T-group Training
It is important, before examining research, to look at some of
the announced goals of a number of the more prominent human relations
programs. Bradford, Gibb and Benne (1964) outline seven basic objec-
tives of the human relations training of N.T.L.:
1. Increased awareness and sensitivity to emotional reactions
18
and Gxprasslons in himself and others
.
2. A greater ability to perceive and learn from the conse-
quences of his actions through attention to feeling.
3. The clarification and development of personal values and
goals consonant with a democratic and scientific
approach to problems of social and personal decision
and action.
A. The development of theoretical insights which will serve
as tools in the linking of personal values with the
requirements of the situation.
5. The development of skills to support better integrative
actions
.
6. The development of techniques for the transfer of training
from the lab to other situations.
7. The ability to help each learner become an analyst of his
own process of learning (p. 2).
Schein and Bennis (1965) outline five goals on the ultimate aims of
T-groups. Schein and Bennis (1965) reflect that "these goals are sel-
dom articulated but are implicit in the functioning of most groups."
(p. 11) These goals are the following:
a. A spirit of inquiry or a willingness to hypothesize and
experiment with one's role in the world.
b. An expanded interpersonal consciousness or an increased
awareness of more things about more people.
c. An increased authenticity in Interpersonal relations or
simply feeling freer to be oneself and not feeling com-
pelled to play a role.
d. An ability to act in a collaborative and independent manner
with peers
,
superiors and subordinates
,
rather than in
authoritative or hierarchical terms.
e. An ability to resolve conflict situations through problem
solving rather than through horse trading, coersion, or
power manipulation (p. 15).
Schutz in his book, Joy: Expanding Human Awareness , (1967)
19
argues that the goals of human relations groups is seemingly "joy...
and the realization of one’s potential for feeling, for having inner
freedom and openness, for full expression of himself, for being able
to do whatever he is capable of and for having satisfying relations
with others and with society" (p. 17). Rogers (1969) succinctly
suggests that the "goal of the group process seems to be to live
life fully in the here and now of the relationship" (p. 61).
A simple examination of the suggested goals or outcome des-
cribed above will clearly bring to light the apparent uniformity of
goals across all these systems of group training. These four systems,
which are most representative of the main stream of the group movement
in the United States, all set forth as outcomes for people in the
training process, increased sensitivity, openness, inner freedom, joy,
conflict resolution, honesty, awareness of feelings, etc.
These goals are very desirable and important, but a problem lies
not in the desirability of those outcomes but in being able to adjudge;
if' in fact, people are any different after they have been trained than
before they entered the group. As Alschuler (1969c) argues:
The goals of psychological education sound vague, varied,
overlapping, universal and highly desirable: creativity,
joy, awareness, sensitivity. On the other hand, this
pleasant semantic confession reflects the absence of simple
definitive description of ideal psychological status. On
the other hand, the words that are somewhat misleading. As
in social science research, what really counts is the opera-
tional definition of the goals (p. 9).
Alschuler is not alone in his impatience with the general and
vague goals and outcomes of human relations groups or psychological
education. Campbell and Dtinnette (1968) in their excellent review of
20
T group research reflect Alschuler's concern by indicating that
researchers must devote more effort to specifying the behavioral out-
comes they expect to observe as a result of T-group training. The
specifications should include the kinds of situations in which the
behavior will or will not be exhibited. In essence, if the research-
er cannot describe in a systematic and specific manner that which has
occured, the researcher has failed. In other words, as Carkhuff (1968)
suggests the process must be relevant to the effects it attempts to
achieve. Outcome indexes cannot be independent of process in effec-
tive helping.
The result of this lack of clarity and preciseness in the estab-
lishment and measurement of group training outcomes has led to the
very serious questioning of the group process. As a result of Campbell
and Dunnette's (1968) exhaustive study of T-group research they con-
cluded that
:
It still cannot be said with any certainty whether T-groups
lead to greater or lesser changes in self-perceptions than
other types of group experiences, the simple passage of
time, or the mere act of filling out a self-descriptive
questionnaire (p. 101).
Campbell and Dunnette (1968) further argue ’’that of the studies
examined there was no real evidence that the T-group experience
generalized." (p. 100).
What is needed then to make the T-group process in relation to
its goals more precise, and scientifically investigable so that one
can gain a better understanding and grasp of what the effects of human
relations training are on the individual and do those effects genera-
lize outside the laboratory and/or classroom?
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Obviously, the first strategy that comes to mind is the call for,
in the words of Edwards and Cronbach (1952)
,
"the use of precise goals
and the use of criterion measures by which changes in each of the re-
levant components can be assessed separately." (p. 57) Researchers
and trainers "must devote more effort to specify the behavioral out-
comes they expect to observe as a result of T-group training. The
specifications should include the kinds of situation in which the be-
havior will or will not be exhibited" (Campbell and Dunnette, 1968,
p. 99). Krathwohl, Bloom and Masia (1964) suggest that one possible
way of determining the effect of the process is by defining the out-
come or "objective in behavioral terms and then describing the evi-
dence which is relevant in judging whether students have or have not
"achieved" the objective." (p . 73)
Some research, primarily the use of groups in industrial settings,
have attempted to establish performance based criterion for measuring
the effectiveness of the training. Fames and Harding (1962) and
McClelland and Winter (1969) used a series of achievement motivation
courses to train adult businessmen. They found this group-based pro-
gram stimulated greater entrepreneurial activity than with simple
maturation or varieties of training. Achievement was measured in
terms of pay raises, promotions, etc. The technology that McClelland
and Winter (1969) used was divided into four steps: 1) Identify im-
puts responsible for long range change; 2) Identify and teach the
thought patterns and action strategies of people with high achieve-
ment motivation; 3) Identify and teach what provided for affective and
cognitive supports for whatever change the person desired; and
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4) Identify and teach the procedures which focused on making and im-
plementing careful long range plans. This technology, coupled with
the criticism of men such as Alschuler (1969c); Campbell and Dunnette
(1968); Carkhuff (1969); Edwards and Cronbach (1952); Krathwohl,
Bloom and Masia (1964) led some Investigations to search for other
alternatives to traditional T-group and human relations training.
Alternative to T-Group Training
A convenient or logical starting place in the development of an
alternative to T-group methods would be in the utilization of the
suggestions made by the critics of traditional T-group training and
the implementation of those aspects of human relations program that
appear to be serviceable. The criticism that has been leveled at
the group movement can be divided into two classes. The first being
the lack of specificity of goals and; therefore, the nearly impos-
sible task of being able to ascertain if the T-group has accomplished
its goals. The second level of criticism is the failure to specify
the environment or context that the outcome of group training will
hopefully generalize towards. It is important to state that the group
process that is being examined here is in an educational context and
not in either an Industrial or therapeutic context. Some of the
technology used in those settings can and should be used in an edu-
cational setting as well as certain advances in educational techno-
logy.
The technology of the learning theorists provided an Important
input into establishing alternative approaches to human relations
training. The issue of specificity of outcomes, which has come to be
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a classic criticism of the groups, is one of the hallmarks of the
learning theorists. Krumboltz (1966) reflects this position when he
states
:
I shall argue that stating of goals in terms of observable
behavior will prove more useful than stating goals in terms
of such internal states as "self-understanding" and "self-
acceptance" (p. 153).
Brayfield (1962) further argues that psychology has generally placed
too much emphasis on self-regarding internal states and should use and
establish a "performance criterion" for the evaluation of specific
outcomes
.
The agreement then is clear between those who embrace the be-
havioral standpoint and the critics of T-group methods. The question
still remains: what technology does the behavioral approach have to
offer to facilitate the remediation of the problems of lack of speci-
ficity of goals? Levitt (1959) proposed the idea of "target symptoms"
toward which treatment could be orientated. Wolpe and Lazarus (1967)
also underline the importance of being able to specify the exact
issue to be addressed. The agreement is obvious that specific goals
or outcomes must be stated and further achievement of those goals
must be specifically measured.
Goldstein et al.
,
(1966) argue for the specificity of outcome
measures. They insist on measures that reflect changes to specific
behaviors and reject the use of measures that reflect vague and non-
specific behaviors. Pascal and Zax (1956), Bandura et al., (1963)
and Krumboltz (1965) all support the contention that not only must the
outcomes be specific but also so must the measures be specific and
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readily identifiable with the outcomes they were designed to measure.
Another important contribution of the learning theorists to an
alternative model is the importance of social modeling as a teaching
tool. Bandura (1969) outlines most convincingly the power of model
behaviors in the establishment of new behaviors within the individ-
uals. The single phrase "Let me show you" is an example of modeling
being used as teaching technique. Gallagher (1965) and Carkhuff
(1968) both emphasize the importance of modeling within the teaching
of specific skills to either pupils or clients. If there is a dis-
crepancy between what is modeled and what is said the learning pro-
cess will then be encumbered due to the students lack of clarity as
to what to follow. The teacher or leader serves as a model for the
group; he exhibits for consideration the very process seemed neces-
sary for maximum learning to occur (Campbell and Dunnette, 1968;
Carkhuff, 1968).
The interface between innovations in learning theory and curri-
culum theory is very clear. They both specify the needs for a pre-
cise statement of goals and an evaluation process. Mager (1962) re-
flects this interface in his establishment of the three necessities
for curriculum writing:
1. Identify the terminal behavior by name; you can specify
the kind of behavior that will be accepted as evidence
that the learner has achieved his objective.
2. Try to define the desired behavior further by describing
the important conditions under which the behavior will
be expected to occur.
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3. Specify the criteria of acceptable performance by des-
cribing how will the learner's performance be considered
acceptable (p. 7)
Mager has clearly outlined in this statement guidelines for
curriculum construction. Goodlad and Richter (1966) and Tyler (1969)
further endorse Mager's criteria for curriculum formulation. Tyler
(1969) adds to Mager's guidelines "Three Criteria for Selection of
Learning Opportunities" that further aid the writers of curriculum in
establishing helpful parameters for their own endeavors in curriculum
construction. These three criterion of Tyler's (1969) are: 1) Must
provide for using the behavior implied in the objectives; 2) must
provide for using the content implied in the objectives; and 3) must
be within the range of abilities and interests and style of students,
(p. 10-11). These innovations in curriculum construction along with
the technology of learning theory provided a base for some alter-
native approaches to human relations training.
There have been a number of programs that have attempted to
answer the attacks of the critics as to the issues of specificity and
generalization. The attempts to answer these criticisms and to make
the group experience more effective seemed to have centered around the
question of context and generalization rather than the question of
specificity of goals and outcomes. Ojemann (1955) pleads for the use
and teaching of "human relations skills" along with other classroom
subjects and for the practice of these skills in the classroom. His
plea was important, but he does not provide a specific description of
what the skills are he would like to have taught. Featherstone
,
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writing in the New Republic (1967) makes, in essence, the same plea
to restructure the classroom to include psychological education to
foster growth opportunities. Once again, there is no real descrip-
tion of what are the hoped for outcomes. On the other hand, Rogge
(1965) established a program in which a counselor, using group methods,
trained teachers to use open-ended questions to foster self-explora-
tion and creativity among elementary school children. This study, in
which the context is clear, also demonstrates the beginnings of an
attempt to specify in a measurable way
,
outcomes like the number of
open-ended questions.
More recently, there have been a few models that attempt to
bridge the gap between the traditional T-group model and a more
desirable model. There are three that ought to be briefly reviewed.
These three studies may be seen as attempts to specify outcomes and
contextually define activities that had previously been practical
in T-group settings. These three programs are Microcounseling (Ivey
et al.
,
1968b); Strength Training (Ungerleider et al., 1969); and
Effective Attending (Zeevie, 1970) . The primary thrust of these pro-
grams is to enhance the interpersonal communication skills of those
who participate in the training program.
Strength Training attempts to provide an atmosphere in which
individuals can actually "try on" the behaviors they will use in the
classroom. Thus, the laboratory frees the trainee to experiment with
behaviors prior to entry into the classroom. Through the appraisal
of the trainees' goals and behavior and accompanying feedback of
the trainer, the trainee can reduce the discrepancies between the
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behaviors and the goals. In essence, the individual develops a self-
monitoring system that he can use in the classroom or in life gener-
ally (Ungerleider et al., 1969). The training situation is tri-
partite: 1) role playing; 2) feedback from the trainer and fellow
trainees; 3) role playing. It is apparent that the Strength Train-
ing model provides a concrete description of outcomes and a basis
for generalization to the classroom setting.
The Microcounseling approach of Ivey et al. (1968) established
a training model for counselors that is skill-based and that has
specific and measurable outcomes. Ivey and his colleagues in trying
to teach new counseling students the skills of counseling were frus-
trated by not being able to describe what skills should be taught.
They had general constructs such as empathy, sensitivity, etc. but
not specific behaviors that would aid the new counselor in the inter-
view with his client. After observing a naive subject, Ivey's secre-
tary, trying to interview a client, he was able to begin to see what
some of the component skills of counseling might be and how to teach
these skills to others. After watching the secretary’s performance,
Ivey et al. determined that eye contact, relaxation, verbal following
and body movements were important aspects of the interview process;
further, that various applications of these behaviors effected the
character of the interview. He further determined that these skills
and their various usage could be effectively taught. Ivey et al.
demonstrated the utility and technology of establishing a training
program in communication skills that was most clearly behaviorally
based
.
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The third program to be briefly viewed is the program for Effec-
tive Attending of Zeevie's (1970). In Zeevie's words: "The program
IS composed of learning exercises in two major areas; Relaxation and
Attentiveness
. This program attempts to use exercises written from
a Gestaltist and existential framework with the intention that these
exercises will lead to subjects who are more skilled in attending and
relaxation. Zeevie specifically defines his outcome as to the com-
ponents of both attention and relaxation that he expects to see mani-
fest in his subjects. It is clear that in Zeevie's program he has
been able to define his outcomes, as a result of a specific set of
exercises. The Effective Attending program is another important
alternative to traditional human relations programs in that it strives
to establish precise and measurable goals for its trainees.
These three programs of Ivey et al. (1968b) Ungerleider et al.
(1969), and Zeevie (1970) are important in that they are programs that
are attempting to integrate some of the important early aspects of
human relations training with the technology of learning theory and
curriculum construction with the ultimate goal of establishing pro-
grams that are precise as to their goals
,
process and outcomes
.
Conclusion
This chapter has had as its goal the outlining of the history of
the human relations and group movement from the early pioneers,
through N.T.L. and into the sixties, the era of attempts to establish
alternatives to the traditional models. The criticism of men such as
Campbell and Dunnette, Carkhuff, Alschuler and others, the influence
of learning theory and new models of curriculum construction have
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established landmarks for which new programs in human relations train-
ing may be built and tested. The interplay of the history, the cri-
ticism and the new technology have all provided the basis for the
construction of alternative models. This logically leads to a dem-
onstrable need to continue the development and testing of new ap-
proaches to human relations
.
Chapter III
The Performance Curriculum
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In this chapter, the assumptions and procedures used in the devel-
opment of the performance curriculum will be discussed. The rationale
will be presented for the selection of the four skill areas tested in
this study.
History and Character of METEP
In 1967, the Bureau of Research of the United States Office of
Education funded as a major research project at the University of
Massachusetts, Amherst, Massachusetts the Model Elementary Teacher
Education Project . This project was designed to have selected in-
stitutions produce new and outstanding programs for the training of
elementary school teachers. The project was to have two phases.
Phase I was to be the design phase. Phase II was to be the develop-
ment phase in which one or more institutions would be funded to
develop a full working program. Due to funding problems this phase
was changed and a new Phase II was announced. This new Phase II was
to "carry on studies directly concerned with the feasibility of
developing, implementing and operating a model teacher training
program". The funding and initiative for the development of the
performance curriculum in human relations that is discussed in this
paper grows out of this project and was presented to the USOE as
part of the School of Education, University of Massachusetts study.
The human relations section of the METEP study was one of five
pedagogical teams that explored the feasibility of establishing this
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program as a new teacher education model. The five teams were:
1) social studies; 2) language arts; 3) science; 4) mathematics; and
5) human relations. Not only was the pedagogical feasibility examined
but also the issues of economic and management feasibility were also
examined. The ultimate goal of the METEP program was to establish a
new design for elementary teacher education.
The Performance Curriculum Structure
The USOE in awarding the grant to develop METEP had clearly out-
lined the task and its goals. The human relations component, as part
of the METEP feasibility study, had to be designed so that it could
be developed and evaluated in relation to the goals of METEP. The
issue facing all the individuals involved in METEP centered around
what and how should the specific subject rather be taught. This sec-
tion of Chapter III will attempt to demonstrate how these two specific
problems were resolved.
The first question that had to be answered before the program
could be written was how could the student most effectively learn the
skills being taught. The concept of skill acquisition provided the
basis for the establishment of the first assumption. The concept of
skill acquisition proceeds on three levels. The first level of
learning was that the individual must learn the skill on a cognitive
level. He must be able to d^ the skill. The second level of learning
is the actual use of the skill in some demonstrable context. More
specifically, if one reads a book about relaxation and understands the
concepts behind the skill, he has only proceeded past the first level.
To go to the second level, he must be able to put those ideas together
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and use them in the appropriate context. The third level in this
learning process is the teaching of the skill just learned. To take
the same example of the individual learning relaxation after he has
learned the concepts, acquired the skill and put it to use and prac-
tice; he must now be able to teach what he has learned to a group of
individuals. Basically, this approach can be summarized by these
three words: do^, use
,
and teach .
Inherent in this model of d£, use, and teach
,
and perhaps one of
its greatest strengths is the concept "tacit knowing" of Polanyi (1960)
.
This concept describes the ability of being able to merge the compo-
nents of a newly learned behavior into a set of behaviors that are
fully integrated into an individual's behavioral repertoire; and there-
fore, can be called upon with great ease and spontaneity. If we look
once again at the aforementioned example, the concept of "tacit
knowing" becomes much clearer. The person who has learned the basic
behavioral components of relaxation does not have to deliberately call
on the skills . He now can act with spontaneity and smoothness
,
approx-
imating the tacit dimension described by Polanyi (1960).
The learning process described above in relation to the example
of relaxation clearly reflects the three components of the process of
skill acquisition—do, use, and teach. To be able to "do" the acti-
vity is to be able to engage in the specific skill. To use the skill
is to determine when it is appropriate in his dally life to employ the
skill, to monitor oneself, and to increase one's skill by using the
behavior. The teaching of the skill simply involves becoming com-
petent enough in the skill so that one can teach another steps one
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and two.
The behavioral objectives model of Mager (1962) was used as a
basic format for the performance curriculum. Included in this model
is a behavioral objectives and instructional alternatives package.
Each trainee had available to him at least two instructional alter-
natives for each behavioral objective. A further advantage of
Mager s approach was that it provided an opportunity for the trainee
to monitor his own progress through the program. This was done by
providing an opportunity for the trainee to demonstrate his progress
at the completion of each instructional alternative and hierarchy.
Another aspect of the Mager approach incorporated into the pro-
gram was the use of a variety of instructional aides. The instruc-
tional aides were most typically written materials but some films,
video tapes
,
movies and audio tapes were also involved in the program.
The instructional aides were grouped together around a specific in-
structional alternative so that the individual trainee could find
supplemental material that he could utilize.
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Figure I
Performance Criterion
Hierarchy III
(Attending Behavior)
Instructional Alternatives
1. The teacher trainee will
relax to the satisfaction
of the facilitator.!
*Move on to next step.
2. The teacher trainee will
practice eye contact,
attentive posture and
verbal following with
fellow trainees and others.
Intermix non-attending and
attending behaviors and
record any differences in
communication. This will
be done to the satisfac-
tion of the facilitator.
^Proceed to next step.
3. The teacher trainee will
observe groups of children
for 5, 4, 3, 3, and 1 minutes
successively. Write a
description of the
children's attending
behavior to the satisfac-
tion of the facilitator.
*Move on to next step.
Use Davison's tapes to relax.
Use Gunther's system to relax.
a. The teacher trainee will
practice eye contact,
attentive posture and ver-
bal following in a micro-
counseling situation with
videotape feedback.
b. The teacher trainee will
participate in a group
exploring alternative be-
havior.
a. The teacher trainee will
view A1 Ivey's video tape
on Attending Behavior.
b. The teacher trainee will
prepare a checklist of the
components of attending
behavior as a group project.
^It should be clear at this point that the criterion "to the
satisfaction of the facilitator" means that the student trainee should
define his own method and style of performance. However, this does
not mean abdication of responsibility on the part of the facilitator.
The facilitator looks to see whether or not the trainee can develop
his own methods of teaching the concept in question. He examines teach-
ing materials developed by the trainee and observes the trainee teach-
ing human relations sessions. The ultimate performance criterion for
a major hierarchy such as this is the number and quality of instruc-
tional alternatives the teacher can generate himself to teach the
concept in question.
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Performance Criterion Instructional Alternatives4.
The teacher trainee will
establish a program for
teaching attending be-
havior to the satisfac-
tion of the facilitator.
* Move on to next step.
5.
The teacher trainee will
teach one person attending
behavior to the satisfac-
* Move on to next step.
6. The teacher trainee will
teach in a micro-teaching
setting, some aspect of
attending behavior to the
satisfaction of the
facilitator.
* Move on to next step.
7. The teacher trainee will
form a group of fellow
trainees in which they
will discuss the issues
that relate to attending
behavior. The trainee
will also provide a
critique of this in
writing with suggestions.
* Stop.
a. The teacher trainee will
practice attending behavior
skills with the trainer.
b. The teacher trainee will pre-
pare a self-evaluation in re-
lation to his own attending
behavior skills. Use the
group’s feedback as a cri-
teria for the evaluation.
a. The teacher trainee will de-
velop a scale for rating the
child’s attending behavior.
b. The teacher trainee will in
a group evaluate his teaching
approach.
a. The teacher trainee will list
his own attending behavior
skills and evaluate them.
b . The teacher trainee will
evaluate the progress of each
trainee in acquiring attend-
ing behavior skills
.
a. No instructional alternative
planned.
It may be observed from Figure I that the behavioral objectives and
instructional alternatives are arranged in a hierarchical fashion.
The hierarchy structure grew out of the systematic desensitiza-
tion model of Wolpe and Lazarus (1967). The idea of proceeding from
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one step to the next in a systematic fashion is primarily what was
borrowed. The analogue of systematic desensitization was used as part
of the basic model for the hierarchy. The trainees, as can be seen
in Figure I, were sensitized to the specific skill they were learning.
The sensitization process was simply the introduction to the skill,
in essence, bringing the skill to awareness for the trainee so that
the trainee would understand the relevance of the skill and begin to
learn the specific behavior. Further steps in this sensitization
process included the utilization of the skill in daily life situations
so that the trainee could become aware of the personal application of
the skill. The final step was the teaching of the skill so that the
trainees could be sensitized or be made aware of the ability of teach-
ing in the learning process for each skill. In essence, the sensi-
tization process centered around making the trainee sensitive to or
aware of the do, use, and teach aspects of each hierarchy.
In summary, the basic structure of the performance curriculum
called for the Integration of three structural components. The first
component was the behavioral objectives model of Mager. The second
component was the establishment of a do, use, and teach model of skill
acquisition. The third structural component was the use of the hier-
archy as the organizational matrix for the program.
The Selction of Skills for the Hierarchies
With a basic structural model as a benchmark and a program, the
next step in development was the identification of specific human
relations skills. As related earlier, Ivey (1968c) identified a number
of skill areas for possible inclusion in this study. He identified
37
fourteen skill areas ranging from intrapersonal skills, such as
physical awareness, to interpersonal skills, such as small group
Interaction.
Within the constraints of time, what skills should be selected
for examination and testing? From the list of human relation skills
presented by Ivey (1968c) (See Figure II for a complete list of Ivey's
(1968c) human relations skills), four intrapersonal skills were selected.
The decision on selection was intuitively based on the idea that these
skills seemed to be the most basic intrapersonal skills. Following are
descriptive outlines of the four hierarchies selected for this study.
A complete program is Included in the appendix.
Figure II
Human Relations Skills (Ivey, 1968c)
I. Intrapersonal System Skills
A. Awareness of self as self
1. Physiological and non-verbal skills
2. Verbal skills
B. Awareness of self in relation to self and others
1. Attending behavior skills
2. Flexibility skills
3. Decision-making skills
II. Interpersonal System Skills
A. Dyadic interactions
B. Small group interaction
C. Classroom Interaction
D. Organizational interaction
E. Specific issues
1. Sexual awareness
2. Racial awareness
Hierarchy I - Relaxation and Physical Awareness
It appeared that the first essential component of human relations
was relaxation or physical awareness—an Individual must be able to be
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in touch with himself and in control of his own body before he can
effectively reach others. He must be relaxed, and more importantly,
he must be able to control his physical self. Wolpe and Lazarus (1967)
in therapeutic situations and Holt (1969) in classrooms stress the
importance of relaxation as a tool for helping one develop greater
control over oneself and one's relationship to the external environ-
ment. The teaching of Yoga and Zen underline the importance of body
control through relaxation.
In establishing the hierarchy on relaxation, it was important to
provide the experiences that would best enable the trainee to learn
to relax, to use relaxation in his daily life, and to be able to teach
relaxation to others. The first set of steps in the construction of
this hierarchy was to provide instructional alternatives that would
enable the individual, as he goes through the program, to be able to
learn new ways of controlling his physical self. The materials that
were used to accomplish this first goal were a relaxation audio tape
by Davison (1967) . This progressive relaxation tape utilizes two
alternative approaches to relaxation: the first being an adaptation
of Jacobson's (1938) isometric approach to relaxation, and the second
being an adaptation of Gunther's (1967) method of relaxation by sug-
gestion. Other instructional alternatives included at stage one were
a set of physical awareness exercises of Lowen (1958) and Gunther
(1967) . It was the purpose of these exercises to aid the individual
in developing a better understanding and knowledge of his physical self.
In the second stage of the learning process the individual was
asked to record and share his thoughts about his feeling as he learned
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and used relaxation, mils helped the Individual to develop an aware-
ness of how he might use relaxation in a multitude of situations. This
stage, though not heavily stressed in the pilot program, has proven to
be an important one in the process of learning the skills in each
hierarchy
.
The third stage provided an opportunity for the trainees to
translate the new knowledge they have just learned into a lesson that
they could teach to others. This stage was divided into two steps.
The first of these two steps was to teach relaxation informally, in a
brief non-written program, to one other individual. It was the pur-
pose of this sub-stage to enable the trainee to try out some teaching
approaches and receive feedback. The second step or sub-stage was to
micro-teach relaxation skills to five youngsters at Marks Meadow Ele-
mentary School in Amherst, Massachusetts. Each lesson was critiqued as
to both its strengths and weaknesses by the facilitator and the trainee.
Hierarchy II - Non-Verbal Awareness
A hierarchy on non-verbal awareness was selected as one of the
basic skills as it provides the trainee with an understanding of
another avenue of communication. As Alschuler (1969b) stated, "non-
verbal exercises are used to increase channels of communication". From
a more philosophic base, the following statement by Huxley (1966)
established an important rationale for the inclusion of a non-verbal
program in any human relations package. Huxley feels that non-verbal
communication is as important as all human abilities.
We are multiple amphibians .. .We must attach our problems
on every front where they arise—on the mental front and on
the physiological front, on the front of concepts and symbols
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and on the front of wordless experience, on the rational front
front? (p!
Individual front and the social
The research reviewed by Duncan (1969) In a review of over forty
articles clearly Indicates the essential quality of non-verbal com-
munication as an important skill to possess. Hall ( 1959 ) further
suggests that non-verbal aspects of communication have been ignored
by the general public eventhough it is a powerful component of
ication.
commun-
For step one of the hierarchy on non-verbal awareness the
trainees were first asked to relax using the method they learned in
the first hierarchy on relaxation. They were then exposed to non-
verbal exercises from Gestalt Therapy (Peris, Hefferline and Goodman,
1951) and Joy (Schutz, 1967). The stated purpose of these exercises
was to bring to focus the power of non-verbal communication as it
relates to interpersonal Intercourse. The trainees were then given
an opportunity to discuss in small groups their personal experiences
with these exercises and the application these experiences might have
to their own life. The trainee also read Silent Language (Hall, 1959)
and "Education on the Non-verbal Level" (Huxley, 1966). The students
also had access to other instructional aides that they could use to
help them to understand and more fully integrate into their own be-
havior non-verbal skills. Phase three of this hierarchy involved the
employment once again of the do, use and teach model.
Hierarchy III - Attending Behavior
This hierarchy attempts to provide a basis for the trainees to
learn attending behavior. The concept of attending behavior was first
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developed by Ivey, Normlngton, Miller, Morrill and Haase (1968b) as
an adjunct to counselor training.
Attending behavior was Included as a skill area in this program
because of its importance as a communication tool. As Zeevie (1970)
suggests, attending behavior is important because it conveys to a
person that the person with whom he is communicating is "with” him.
What could be a more Important skill for a teacher than to demonstrate
to his students that he is listening; that he is "with" them? Skinner
(1953) and Ivey (1968b) also underline the importance of attention as
a reinforcer in maintaining human interactions. Attending behavior for
the purposes of this study is defined as having three components:
1) eye contact with the individual or individuals that he is communi-
cating with at any given time; 2) physical attentiveness defined by a
relaxed posture and gestures that indicate that individual is "with"
the person he is engaged in conversation; and 3) verbal attention in
which the individual listens to the content of the conversation and
does not add any new information of his own, except to Indicate a
clear understanding.
The model for teaching attending behavior to the trainees was
basically similar to the preceedlng two hierarchies. An important
departure was made in the type of instructional alternatives made
available to the trainees in the attending behavior hierarchy. Video
modeling tapes were used as an instructional alternative in the course
of this hierarchy.
The use of contrast between non-attending and attending was used
and appeared to be a powerful tool in the establishment of the utili-
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tarian nature of the skill of attending behavior. More specifically,
the trainees were asked to practice eye contact, physical attentive-
ness and verbal attention with fellow trainees. They were then to
intermix non-attending behaviors and attending behaviors and to record
any differences in the effectiveness of the communications. Many of
the trainees were astonished to see the impact of attending and non-
attending in relation to illiciting information from others.
Another apparently effective instructional alternative that was
included in this first phase was the observation of attending behavior
patterns in other people, especially in children, as they interacted
with teachers and fellow classmates in an elementary school setting.
The trainees observed students unobtrusively through two way mirrors
at Mark's Meadows Elementary School in Amherst, Massachusetts and were
able to quickly ascertain how good attending behavior facilitated class-
room and interaction.
Against this background of: 1) experiencing the contrast between
effective and non-effective attending behavior; and 2) the actual
observation of effective attention in the classroom, the students were
more prepared to actually learn the concept of attention and implement
this concept into their own behavior as teachers
.
The use of a video modeling tape, and a written manual developed
by Ivey et al. (1968b) to teach attending behavior, were also used as
part of the established course of study within this hierarchy. The
trainees indicated that the use of a video modeling tape facilitated
their learning of the concept; due to the fact, that they could essent-
ially see the components of attending behavior more clearly portrayed
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in the tape
.
In essence, as in the other hierarchies; phase one, learning the
behavior; and phase two, of adding the skill to their own behavioral
repertoire were not distinct phases. The third phase of teaching the
skill to one other individual and then to micro-teach the skill to a
group of five elementary school pupils went quite the same as the
previously discussed hierarchies.
Hierarchy IV - Decision Making
The decision making hierarchy was the last of the four hierarchies
developed as part of the METEP Human Relations package. The decision
making model used in this hierarchy was a combination of the instru-
mentalism philosophy of Dewey (1920) and the pulsating thinking model
of Ivey (1968a). Basically, these models both approach the problem of
decision making from the same general perspective. They both under-
line the importance of being able to generate alternative definitions
of a given problem, variant approaches to solution and the ability to
establish criteria for selection of which the alternative has the
best probability of meeting the needs of the problem. Where they dif-
fer is in Instrumentalism
,
that places the emphasis on the achieve-
ment of a product or set of goals which are on the other hand, pulsating
thinking which in turn, stresses the process of making the decision.
As one can readily discern, this appears to be a very suitable merger
of two complimentary systems.
Decision making was included as the final component in the per-
formance curriculum due to a number of factors. One important factor
was that decision making is an obvious human activity and is an
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important skill for all to be facile with its use. As Laux (1966)
suggests, decision making in the classroom must remain within the
scope of the teacher’s obligations and responsibilities. Decision
making was included because of the author’s commitment to the idea
that the basic tenants of human relations are: 1) to gather infor-
mation about the world; 2) sort out the material; and 3) make deci-
sions as to how to act. These tenants are clearly reflected in the
works of Dewey (1920)
,
Tiedeman (1967) and Ivey (1968a)
.
As in all the hierarchies the process of going through the pro-
grams begins with the trainee achieving relaxation. In the case of
decision making this was done to provide for the trainee an opportun-
ity to see the role coolness and a relaxed state can have as one
attacks the issue of making a decision. More specifically, if the
individual does not have to deal with his own anxiety about the prob-
lem but can channel all his energies into the process of making the
decision; he is more likely to bring more of his personal energies to
bear on the problem.
The first stage of this hierarchy began with the trainee observ-
ing classroom teachers engage in the process of making decisions in a
classroom setting. The trainees were instructed to "note the stra-
tegies (different behaviors) used by the teacher" as he approached any
specific classroom problem or set of problems.
The next step was to have the trainee demonstrate in the group
the way he might reach a decision and contrast it with the process of
decision making as outlined in the program. Also, the trainee was to
analyze in writing this process of decision making as to the process
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weaknesses and strengths. It was at this step that phase two, the
actual putting into practice of the decision making skills learned,
was brought into the fore. This was done through the application of
instrumentalism pulsating thinking model—to the trainee's
specific problem. The third step of this hierarchy was the teaching
of decision making; first to one other and then in a micro-teaching
setting from a written program—much like what has been described
previous ly
.
Summary
The human relations performance curriculum is conceived as a
program in which specific human behaviors, primarily those behaviors
which are involved in communication, are identified. These behaviors
are grouped to form larger target behaviors. A specific hierarchy
is established as the vehicle to teach the larger target behaviors.
The trainee is evaluated at each stage within the program by himself,
fellow trainees and the trainer. The trainee also has the opportunity
to evaluate the program and offer alternative ways to provide the ex-
periences necessary to learn any specific set of behavioral skills.
The use of this kind of teaching model should eventually give the
student more control over his own learning process and provide oppor-
tunities for him to write his own hierarchies and teach them to fellow
students. The role of the faculty member in this process becomes one
of consultant-facilitator rather than pedagogue.
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Chapter IV
Procedures and Methods
In this chapter, the procedures and methods used to test and
evaluate the performance curriculum in human relations will be re-
viewed. Included within this discussion will be the selection of
subjects, research design, method of instruction, instrumention
and evaluation.
Subjects
Subjects were drawn from a population (120 students) of elemen-
tary school teacher trainees who were enrolled in the elementary
education block in the School of Education, University of Massachusetts,
Amherst, Massachusetts. All the subjects were women who had elected
elementary education as their career choice. The author and Dr. Allen
E. Ivey appeared before the group to ask for volunteers to participate
in a METEP Human relations Program instead of the usual courses taken
during this period of time on the block. Out of the one hundred and
twenty students in the population, fifty-four students volunteered to
participate in the human relations program.
The participants were selected by a secretary at the School of
Education. Her instructions were "to randomly pick twenty-four names
from the list of fifty-four volunteers and to divide the group into
two groups of twelve each". A letter was sent to the twenty-four
subjects, asking them to come to an orientation meeting. At the meeting
they were told that only twelve would receive the training immediately
,
due to limited facilities, and that the other twelve would receive the
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training at a later date. They were further told that all would be
tested at this point so that we could get more information about them
in relation to the course. Initially, twelve subjects were assigned
to each group. After the first week of the program, one subject
left the experimental group and one left the control group.
The Training Procedure
The individuals in the experimental group were taught in a
single group
. The instructional period was four weeks with each
hierarchy taking one week (see Figure three for a view of a typical
week). Instruction in all of the hierarchies followed the same
general instructional model. This model was to introduce the skill
being taught so that the trainees could begin to understand the
reason that the skill was selected and discuss questions that the
trainees might have about the skill. The second step provided
some experimental input for the trainees. An example of this would be
the experiencing of the relaxation procedure of Davison (1967) . As
part of every step, including this step, time was set aside for the
trainees to discuss or question the step they just went through.
The third step was to discuss possible applications of the skill to
their own life and then to go out and try the skill out. The fourth
step was to try to develop an informal program to teach one another
the skill they had just learned. These first four steps all were in
the large group. The sixth step in each hierarchy was the micro-
teaching step. In this step the students taught the skill to five
elementary school pupils. This process is reflected in Figure HI-
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Monday Tuesday Wednesday Thursday Friday
Intro- Discuss results
duce of the use
skill of the skill
Pre-Test to and teaching Microteach Post-Test
large applications
group in large
T fun ch
group
Teach Plan micro-
skills to teaching lesson
one other to be used with
Pre-Test and use elementary Microteach Post-Test
it in school pupils in
small small
group group
Figure III
Diagram of a Typical Week’s Experience in the Performance Curriculum
For the sixth step those individuals in the experimental group
were divided into micro-teaching teams of three each and were assigned
a supervisor from among a group of doctoral student volunteers and a
faculty member of the School of Education, University of Massachusetts,
Amherst, Massachusetts. It was conceived that the role of these
supervisors would be to monitor the subjects skill acquisition and
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more Importantly to aid the subjects In their preparation of micro-
teaching lessons. Each trainee was then further assigned a group of
four elementary school students who were to be taught the individual
human relations skills from the micro-teaching framework. Those stu-
dents in the control group received no training and were seen only at
testing times.
Research Design
The research design that was utilized in this study was an
adaptation of Campbell and Stanley's (1963) experimental design number
four. Basically, the design may be seen as a random assignment to a
treatment and control group with testing occuring both before and after
treatment.
I't
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Figure IV
Experimental Design Number Four
The adapted design includes the addition of four more experimental
units. Adaptation of this design was made due to the modular nature
of the performance curriculum. Each hierarchy had as its goal the
establishment of a specific behavioral outcome. In order to effec-
tively measure these Individual outcomes it was imperative to estab-
lish evaluation periods immediately before and after the individual
treatments set forth in each hierarchy. This adaptation further
permitted the experimenter the opportunity to observe the progress
of the trainees as they proceeded through each hierarchy. The
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adaptation does not markedly alter the characteristics of the original
design but Instead adds four similar designs to the original design
represented in Figure IV. The design now resembles this model:
Otm °tl Xtl °ti °t2 ^t2 °t2 *^t3 ^t3 0t3 ®t4 ^t4 ®tA °tm
\ °cm Ocl Xcl Ocl °c2 Xe2 0c2 °C3 Xe3 0e3 °c4 ^4 °c4 ®cm
MSGO Hierarchy I Hierarchy II Hierarchy III Hierarchy IV MSGO
Figure V
Adapted Experimental Design Number Four
This design generally controlled for most of the major sources of exter-
nal and internal invalidity and did permit the researcher to see a clear
picture of the progress of his program within the limits of the sample.
Instrumentation
Two instruments were selected for each hierarchy or skill area.
One of the two instruments was selected to measure attitudinal changes
in the subject in relation to his experiences as he went through the
hierarchy. The other instrument that was selected for each hierarchy
was selected to measure whether or not there was a significant change
in skill level as a result of the training. An overall instrument was
selected to measure any attitudinal changes that might have occured
due to the mere experience of growing through the experimental program.
Misklmln*s Self-Goal-Other Discrepancy Scale (MSGO)
The MSGO is an instrument developed to measure discrepancies, the
distance between an individual’s: 1) self concept; 2) his goal-self
concept and 3) his perception of how others view him. There are four
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specific areas within the MSGO that an individual uses to rate himself.
The categories follow:
Gener^: (Intelligence, creativity, physical attractiveness,
success in life, and competence).
Social: (Friendliness, social ability, good heterosexual rela-
tions
,
social skills and concern for others),
—
otional : (Self confident, relaxed, content, and able to handle
personal problems).
Personal; (In this section the individual selects and rates
himself in relation to his own sub~categories)
.
The test items throughout the instrument are arranged in a nine
point semantic differential scale. There are a total of twenty items
^ith five items in each of the previously listed categories. For the
purpose of this study the total discrepancy score from pre-test to
post-test was used, to detect any gross changes, rather than an examin-
ation of the discrepancies in each individual category. In testing the
reliability of the MSGO with twenty—two individuals, the retest reli-
ability was computed as
. 85 .
The Semantic Differential (S.D.)
This instrument attempts to measure an individual’s attitude
towards a specific concept. This instrument was utilized as a self-
rating system in which the subjects rate themselves in relation to a
set of antonyms. For the purposes of this study, the total score will
only be considered.
The S.D. used in this study was developed by the experimenter.
Initially, an S.D. of seventy-five items was developed. The antonyms
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were taken from Roget’s Theasurus and of those that were selected,
a total of seventy-five were tested to see if they did discriminate.
The S.D. was then administered to a group of fifty subjects. The
results of this administration were then item-analyzed, by the use
of chi square, and thirty-nine items were discarded. The remain-
ing thirty-six items were then used as the S.D. used in this study.
The retest reliability of these thirty-six items was computed at
.83.
Delayed Auditory Feedback (D.A.F.)
The D.A.F. was used to measure changes in levels of anxiety. The
subject reads a two paragraph statement into a tape recorder; he then
hears himself two-tenths of a second later. It has been demonstrated
by Rudman (1969) that low anxious people will make fewer mistakes in
the reading of the two paragraphs than high anxious people. Rudman
(1969) also determined that after relaxation training the high anxious
subject’s score would improve significantly. Rudman in this same 1969
study computed a retest reliability coefficient equal to .91 with an
N=44. Evaluation was based simply upon the computation of errors made
by the subjects while reading a selected piece in both the pre-test and
in the post-test. The Interrater reliability computed was r.=.863.
Attending Behavior Scale (A.B.S.)
This scale developed at Colorado State University as part of the
Microcounseling Study (Ivey et al.
,
1968b)
,
divided attending behavior
into five measurable areas: verbal attending, posture, eye contact,
body movements, and vocal effect. A single five point constant response
scale was devised for each of the five categories. Each scale had five
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points that carried a numerical value of from one to five points, with
one being lowest and five being highest. An Inter-rater reliability
computed as part of this study yielded an r.=.898.
The Decision Making Test (D.M.T.)
This instrument was designed by the experimenter. It was designed
to measure three specific aspects of the decision making process:
1) ability to define the problem; 2) ability to generate alternative
solutions to the problem; and 3) ability to select the best available
alternative. The items selected to be used in this instrument were
selected from the NEA Journal ’s "Unfinished Stories" for the year 1969.
The subjects were given six items and one half hour to complete the
examxnatxon. The results of examination were rated by two experts.
The criteria for rating was in relation to the three aspects of de-
cision making described previously. An inter-rater reliability was
computed to be r.=.91.
Non-Verbal Performance Evaluation Test (NVPET)
This instrument was developed at Colorado State University as part
of the Microcounseling project. It was used in this study to rate non-
verbal skills in relation to four specific performance areas 1) eye
contact; 2) individual's body movements; 3) posture and 4) ability to
communicate non-verbally . Two raters were used to evaluate the per-
formance of the subjects. Although there is no prior reliability data
available, the use of similar Instruments has yielded high reliability
consistently. The inter-rater reliability was computed at r.=.813.
Rating of the Data
The Semantic Differential and Miskimin's Self-Goal-Other were
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machine scored. The Delayed Auditory Feedback, the Attending Behavior
Scale, the Decision Making Test and the Non-Verbal Performance Evalua-
tion Test all required the employment of raters for evaluation. The
following is the procedure established and used In the selection, the
rating of the data and the safeguards used in the rating.
Selection of Raters
Two raters were selected who had no previous knowledge of the
study, as to either the participants in the experiment or to the
nature of the study. These raters were chosen from among the graduate
students enrolled in the counselor education program at the University
of Massachusetts, School of Education.
Training of the Raters
The raters were trained at the same time by the experimenter with
the goal of minimizing any differences in scoring of the data that
might result due to training effect. The training session proceeded
in the following manner: the raters were given a brief talk describing
what they would be rating. The raters were then given the individual
instruments that they were to use in rating the audio or video tapes.
Detailed description of how the instruments were to be used was then
given to the raters. At this time any questions that they might have
about either the instrument or the procedure was answered. The raters
were told that they would receive the written instruments in unmarked
packets. The video and audio tapes that were used were presented
randomly to the raters as a safeguard against any bias.
In an attempt to measure the power and level effectiveness of
the raters, reliability tests (using the Pearson-Product)
,
were run
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between the pre-test scores supplied by each rater and between the post-
test scores. The results of these scores are reported In this Chapter.
In summary, the Inter-rater reliability scores for the DAF, NVPET. ABS
and DMT was in excess of r.=.80.
The Problem and Hypotheses
The general problem being addressed in this study is an attempt
to establish and test the feasibility of a performance curriculum in
human relations. To date, no specific attempts have been made to test
a program in human relations that is modular and performance based.
Nine hypotheses were generated to test the feasibility of the perfor-
mance curriculum in human relations. The nine hypotheses follow:
Hypothesis 1: The discrepancy between the trainees self-concept
and his goal self-concept will become significantly
smaller than the discrepancy between the self-
concept and goal self-concept of those who did not
receive the training.
The Miskimins' Self-Goal-Other test (Miskimins
,
1967) was used
as the outcome measure for this hypothesis. A sign test was used to
compute the change between the pre-test and post-test means for both
the trained and non-tralned groups
.
Hierarchy I - Relaxation
Hypothesis 2 : Those trainees who received training in physical
awareness will manifest a significantly different
DAF change score after training than those not
trained.
The Delayed Auditory Feedback was used as the measure on the
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dependent variable for this hypothesis. A sign test was used to compute
change between the pre-test and post-test scores for both the trained
and non-trained groups.
Hypothesis 3: The semantic differential scores on the concept of
relaxation will become significantly more favorable
in the experimental group than in the control group.
The semantic differential was used as the outcome measure for this
hypothesis. A parametric statistic would not be used to test this
hypothesis due to the failure of the data to meet the requirement of
normal distribution of scores around the means. The sign test, a non-
parametric statistic was used instead to test the differences between
pre-test and post-test scores for both groups.
Hierarchy II - Non-Verbal Awareness
Hypothesis 4: Students receiving training will improve their non-
verbal skills and will manifest a higher score on
the NVPET after training than those not trained.
The Non-Verbal Performance Evaluation Test was used as the outcome
measure for this hypothesis. A sign test was used to examine changes
in score between the pre-test and post-test for both the trained and
not trained groups.
Hypothesis 5: The semantic differential scores on the concept of
"non-verbal communication" will become significantly
more favorable in the experimental group than in
the control group.
A semantic differential was used as the outcome measure for this
Due to the marked skewness of the distribution of scores,hypothesis
.
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a parametric statistic could not be used. A non-parametric statistic,
the sign test, was used to test this hypothesis.
Hierarchy III - Attending Behavior
Hypothesis 6: Those receiving training in attending behavior
would significantly improve their scores on the
A.B.S. after training than those not trained.
The Attending Behavior Scale was used as the outcome measure to
test this hypothesis. A sign test was used to analyze the data gener-
ated as a result of the testing of hypothesis 6.
Hypothesis 7: Semantic differential scores on the concept of
"attending behavior" will become significantly
more favorable in the experimental group than in
the control group.
A semantic differential was used as the outcome measure for this
hypothesis. A sign test was used to test this hypothesis. The sign
test was used because of the marked skewness of the data.
Hierarchy IV - Decision Making
Hypothesis 8: Those students receiving training in decision
making will significantly improve their scores on
the D.M.T. while the untrained group will not
improve.
The Decision Making Test was used as the outcome measure for
hypothesis 8. A sign test was used to test any changes in scores
from pre-test to post-test for both the trained and non-trained
groups
.
Hypothesis 9: The semantic differential scores on the concept
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of decisxon making" will become significantly
more favorable in the experimental group than in
the control group.
A semantic differential was used as the outcome measure for this
hypothesis. As in the results of all the data gathered from the
semantic differentials used in this study, the results were not nor-
mally distributed and therefore a non-parametric statistic had to be
employed. The sign test was used to make the statistical evaluations
for this hypothesis.
Summary
Due to the very unusual distribution of scores in all the results,
a non-parametric statistic, the sign test, was utilized to measure any
statistical differences that might occur due to treatment. Change scores
for the experimental and control groups were randomly matched. The sign
test was computed on the basis of this random matching. The results
of the parametric analysis is included in the appendix.
The research design, the instruments used to evaluate the outcomes
of the research, the hypothesis to be tested, the statistical evalua-
tions and the procedure used to rate the data have been presented. The
results of testing of the hypothesis and the discussion of those re-
sults will be presented in chapters five and six respectively.
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Chapter V
Analysis of Data
In this chapter, the statistical analysis for each hypothesis
will be presented. The sign test was used to test the various
hypotheses generated by this study.
General Hypothesis
The central question of this study was as follows: Could a
feasible performance based program in human relations be established?
To test this central question nine specific hypotheses were generated
and tested. It was predicted that a statistically valid study would
support the general hypothesis. It was hoped that, as a result of this
study, a possible model would be made available for the establishment
of a workable performance curriculum in human relation.
Self-Concept
Hypothesis 1: The discrepancy between the trainees’ self-con-
cept and his goal self-concept will become
significantly smaller on the MSGO than the self-
concept and goal self-concept of those who did
not receive the training.
To test hypothesis 1, a sign test was computed between the pre-
test and the post-test change scores for both the trained and non-
trained groups. Results of this analysis may be seen in Table 1.
As indicated in Table I, there was no statistical significance
between the two groups. It may be noted that eight out of eleven
experimental subjects had higher change scores in relation to the
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subjects in the control group. While the distribution of scores was
skewed the mean improvement for the experimental group was nine
points, and the mean improvement score for the control group was .88
poxnts. The change in mean scores does indicate that after training,
the discrepancy between self-concept and goal self-concept did de-
crease for the trained group. Due to the lack of statistical signi-
ficance, the hypothesis was rejected.
Hierarchy I - Relaxation
Hypothesis 2: Those trainees who received training in physical
awareness will manifest a significantly different
DAF change score after training than those not
trained.
A sign test was used to analyze the data. As Indicated in Table
I there was no statistically significant results between the two
groups. It may be noted that the percent increase for both groups was
equivalent. This percent increase was computed at 58% for the experi-
mental group and 54% for the control group. The probability statement
generated by the sign test reflected a higher change score in seven
out of eleven in the experimental group than in the control group. Due
to the lack of statistical significance the hypothesis was rejected.
Hypothesis 3: The semantic differential scores on the concept of
relaxation will become significantly more favorable
in the experimental group than in the control group.
A sign test was used to test hypothesis 3. The results of this
analysis can be seen in Table III.
The sign test revealed that the attitude of those trained toward
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their ability to relax Improved significantly. The probability state-
ment was derived from the fact that nine subjects In the experimental
group had made more Improvements than the controls.
Hierarchy II - Non-Verbal Awareness
Hypothesis 4: Students receiving training will improve their
non-verbal skills and will manifest a higher
score on the NVPET after training than those not
trained.
A sign test analysis was used to test the hypothesis that the
non-verbal skills of those trained would significantly improve while
those not trained would not improve. The results of the analysis can
be seen in Table IV.
The results of the analysis demonstrated that those receiving
training did significantly Improve their skills in non-verbal commun-
ication. P = .033 was secured.
For those who did not receive training there was no significant
increase in their non-verbal skills. The probability statement re-
flected in this sign test was based on the fact that nine experimental
subjects had higher change scores than the controls.
These findings seem to indicate that the training in non-verbal
awareness carried out as part of this program seem to help the trainees
improve their non-verbal skills. The hypothesis was maintained.
Hypothesis 5: The semantic differential scores on the concept
of "non-verbal communication" will become signi-
ficantly more favorable in the experimental group
than in the control group.
62
A sign test was used to test hypothesis 5. Due to a marked skew-
ness a non-parametric statistic was used.
The results of this analysis seem to indicate that the attitude
of those trained in non-verbal awareness increased significantly
towards their ability to communicate non-verbally
. The attitude of
those students not receiving training did not significantly change.
The probability reflected in this sign test indicated that nine out
of eleven experimental subjects had better change scores than control’s
change scores. These findings would seem to permit the conclusion
that training in non-verbal awareness did facilitate an attitudinal
change in the trainee’s relation to skill in non-verbal communication.
Results indicate support of hypothesis 5.
Hierarchy III - Attending Behavior
Hypothesis 6: Those receiving training in attending behavior
would significantly improve their scores on the
A.B.S. after training than those not trained.
A sign test was used to analyze the data generated as a result
of hypothesis 6. A sign test was computed between the pre-test and
post-test differences for both the non-trained and trained groups.
Results of this analysis may be seen in Table VI.
As can be seen from Table VI the trained group significantly im-
proved in the four aspects of attending behavior. There was signi-
ficant improvement by those trained. The probability statement derived
from this sign test reflects the fact that the eleven in the experi-
mental group had better change scores than the control’s score. Those
not receiving training did not significantly improve their attending
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behavior skills In relation to their attending behavior skills.
These results appear to Indicate that the training In attending
behavior significantly Improved the skill level of the trainees. These
results Indicate support of hypothesis 6.
Hypothesis 7; Semantic differential scores on the concept of
attending behavior" will become significantly
more favorable in the experimental group than
in the control group.
A sign test was used to test hypothesis 7. The sign test was used
due to the marked skewness of the distribution of scores. As Guilford
(1967) suggests, a non-parametrlc statistic should be used if there is
not a normal distribution. Table VII yields the results of this analy-
sis. These results are based on the fact that all eleven in the experi-
mental group had higher change scores than those in the control group.
The results of the analysis seemed to indicate that those indi-
viduals receiving training in attending behavior attitude towards their
skills in attending behavior did not statistically change. It can be
further assumed that the data does not support hypothesis 7.
Hierarchy IV - Decision Making
Hypothesis 8: Those students receiving training in decision
making will significantly improve their scores
on the D.M.T. while the untrained group will
not improve.
A sign test was used to statistically test the results of train-
ing in decision making. The results of this analysis may be seen in
Table VIII. These results are based on a probability derived from
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the fact that ten subjects had higher change scores In the experl-
mental group than those subjects in the control group.
The results of this analysis seemed to clearly Indicate that those
Mho did receive training in decision making scores Improved signifi-
cantly. Those who were not trained did not demonstrate a significant
change In their score. This analysis would seem to clearly indicate
the support of hypothesis 8.
Hypothesis 9: The semantic differential scores on the concept
of decision making will become significantly
more favorable in the experimental group than in
the control group.
The sign test was used to analyze the data generated by the examin-
ation of hypothesis 9. The sign test was used because the scores were
not normally distributed and therefore, a parametric statistic could
not be analyzed (Guilford, 1967). The results of this analysis may
be seen in Table IX. The results reflect a probability statement based
on higher change scores of all subjects in the experimental group than
the control group.
As can be readily seen from the data listed in Table IX those who
were trained had a significant change in their attitude towards their
ability to make decisions. Those who did not receive the training in
decision making did not experience this same significant change in
their attitude towards their ability to make decisions.
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Table I
Miskimins Self-Goal Discrepancy Scale
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Delayed Auditory Feedback
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Table III
Semantic Differential Scale
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Difference
Sign
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Table IV
Non-Verbal Performance Evaluation Test
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29 4 X ^ X
e c
+
17 19 X
e c +
-2
-2 X = X
e c
0
3 -6 X > X
e c
+
19 -1 X > X
e c
+
20 -17 X ^X
e c
+
20 14 X X
e c
-
33 -5 X > X
e c
+
P = .02
Table V
Semantic Differential
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Change Scores Direction
of
Difference
Sign
E C
.25
-1.00 X ^ X
e c +
.75
-1.00 X >X
e c +
.75
.25 X > X
e c +
1.00
.75 X >x
e c +
.75
-.75 X >x
e c +
1.25 0.00 X ^X
e c +
1.00
.50 X^> X
e c
+
1.00
.50 X > X
e c +
1.00
-1.00 X >X
e c
+
1.25
-.75 X > X +
e c
1.00
.25 X >X +
e c
P = .001
Table VI
Attending Behavior Scale
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Change Scores Direction
of
Difference
Sign
E C
36 -7 X > X
e c +
9 6 X >X
e c +
21 6
c +
1 8 X < X
c
-
0 1 X <^X
e c
-
1 -5 X >X
e c
+
9 -5 X >X
e*^ c
+
36 8 X >X
e c
+
39 -3 X >X
e c
+
34 13 X 7X
e c
+
-6 11 X <X
e c
—
P = .113
Table VII
Semantic Differential
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Change Scores Direction
of
Difference
Sign
E C
17 11
4-
56 3A
+
63 -16 X >x
6 c +
53 33 X > X& c +
19 10 X ;>x
e c
+
50 28 X >X
e c +
89 78 X >X
e c
+
38 54 X < X
e c
-
5 -16 X > X
e c
+
25 -8 X >X
e c
+
AO -10 +
P = .001
Table VIII
Decision Making Test
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Change Scores Direction
of
Difference
Sign
E C
9 -24 X >X
e c +
9 -21 X >X
e c
+
-2 4 X <x
c
-
19 -4 X > X
e c
+
32 -4 X :> X
e c +
7 4 X <> X
e c
+
2 2 X =X
e c 0
-10
-21 X >X
e c
+
29 13 X > X
e c
+
30 -1 X >X
e c
+
30 -1 X >X
e c
+
P = .011
Table IX
Semantic Differential
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Chapter VI
Discussion
This study attempted to address itself to two central problems.
This chapter will concern Itself with the possible answers to those
problems. Implications for further research and development will also
be discussed. The limitations of this study will be reviewed.
The first and most crucial problem is related to the develop-
ment of the performance curriculum. Could a performance curriculum
in human relations be established to yield specific and measurable
outcomes? Within each hierarchy the skill that was to be learned was
defined and the criteria for measuring the attainment of that skill
was also Included. The essential answer to the first question can be
expressed succinctly; the curriculum worked. There appears to be
evidence of behavioral changes, in the predicted direction, among those
trained. Specifically, it would then appear that a viable and accept-
able performance curriculum in human relations can be developed.
The development of the performance curriculum had clearly as its
goal the establishment of components that could be implemented. The
evidence for this stand comes out of the results presented in Chapter
V.
The second problem, which was whether or not the performance
curriculum could yield specific, predictable and measurable outcomes,
could be answered primarily in the affirmative. Nine specific
hypotheses were established to answer this question. The outcomes of
these nine hypotheses, to facilitate discussion were divided into three
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parts: the first part dealt with the self-concept of the subjects;
the second with their attitudes to the four skills; and the third with
their skill development. Each part of this second question will be
discussed in the following paragraphs.
The first question was one of self-concept. Did the training
make any difference in the trainee’s self-concept? The MSGO was used
to measure any changes that might occur due to training in the self-
concept of the trainees. The results of the MSGO did not reveal a
significant improvement between the pre-training and post-training
period for the experimental or control group. A review of the indi-
vidual MSGO scales also revealed no significant change in either self-
concept, goal self-concept or self-concept as believed to be perceived
by others. On the other hand, an examination of the raw data demon-
strates that eight out of eleven did experience a change in self-con-
cept from before to after the program.
There is some clinical evidence that would be helpful to view at
this point in relation to the issue of self-concept. This program
had as part of its character the encouragement of the trainees to
develop a self-awareness in relation to the skills and program. The
three trainees who did not demonstrate, on the MSGO, significant change
in self-concept did appear to experience a change in their self-aware-
ness. An example of this change may be reflected in a brief look at
one of these three girls
.
Joan was one of the subjects who did not experience a change in
self-concept as measured by the MSGO but who did appear, based on our
clinical observation, to experience a change in self-awareness. This
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change is witnessed by Joan's refusal to participate in the first
micro-teaching lesson to a later real interest and involvement in
micro-teaching. Joan had resisted being involved in teaching at first
over the issue of "manipulation". By the third hierarchy she had
developed a self-awareness by which she could teach the skills to the
children in such a way she would feel that the children would not be
manipulated". Joan approached the lesson with no specific program
and spontaneously developed a lesson in attending behavior that was
successful. The final evidence for Joan can be seen in Joan's desire
to help us teach the course in human relations. It may be assured,
based on this clinical evidence that although Joan's self-concept was
not changed in a measurable way, her self-awareness was altered. A
similar change seems to have been experienced by the other two girls,
Jill and Martha.
From a statistical point of view the findings did not support
the research of Zeevie (1970; Golemblewski (1967); Argyris (1964);
and Underwood (1965) who found that human relations training programs
did effect a change in the self-concept of the participants. This re-
search would tend to support the contentions of Campbell and Dunnette
(1968) who argue that one cannot say with certainty whether or not the
experience led to any changes in self-perception. However, the clin-
ical evidence presented above seems to indicate that some self-
perceptual change did occur.
The second question posed in problem two concerned the individual
skills being taught to the trainees. Could a human relations program
train its subjects in relaxation, non-verbal communication, attending
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behavior and decision making so that their skill would significantly
improve. The data generated by this study generally supports the
hypothesis that these skills can be learned In a four week training
program. Three out of four of the hierarchies tested yielded signi-
ficant results; with only the testing of the relaxation hierarchy not
yielding statistically significant results
.
The first hierarchy that the trainees experienced was physical
awareness of relaxation. It was predicted that those Individuals
receiving training would make significantly fewer mistakes on the DAP.
Data from a recent study by Rudman (1969) Indicated that the DAF might
be a suitable measure. The data from this study did not support
Rudman's research, for both the trained and non-tralned group reduced
their errors by over fifty percent.
In viewing the data on a post hoc basis it appears that the DAF
is a highly reactive measure due to practice effect. Rudman used as
his subjects only those whose scores on the Taylor Manifest Anxiety
Scale place them at the bottom or top third and he divided his groups
based on these results. In the present study, due to random assign-
ment, all three levels were represented in both the control and exper-
imental group. This homogenlty of groups and the reactive effect of
the measure could somewhat explain the failure to get significance.
More appropriate measures for this hierarchy might have been: 1) self-
report; 2) physiological measures; and 3) use of judges* ratings.
The clinical evidence generated as a result of this hierarchy
indicated that the trainees did learn relaxation skills. A number of
trainees indicated that they were now using relaxation to help them
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sleep, to aid them
dent taught, and in
in their classroom presentations, where they stu-
conversation. Based on the statistical results
the hypothesis was rejected but the clinical evidence suggest the
need for alternative appraisal methods.
The second hierarchy trained the subjects In non-verbal contnunl-
cation. It was predicted that as a result of the training, those
trained would significantly improve their non-verbal skills as measured
by a three minute video taped, non-verbal interaction. Ratings ob-
tained indicated that the trainees improved their non-verbal skills
significantly.
The clinical evidence gathered in relation to this hierarchy sup-
ported the statistical findings. The trainees Indicated that they be-
came much more aware of the non-verbal messages of others as well as
the messages they were transmitting. The trainees generally felt this
new awareness was especially true in relation to their classroom teach-
ing experience. The issue and Importance of congruence between their
non-verbal and verbal messages was also brought to light for some of
the trainees
.
The results of this section of the study support a good deal of the
research reported by Starkey (1969). The results, especially the clin-
ical, supported the arguments of Hall (1959), Ivey (1968b, c), and
Huxley (1966) as to the Importance of non-verbal communication.
The third hierarchy focused on training in attending behavior.
Video taped rating a semantic differential scale demonstrated signi-
ficant improvement in the trained group. The hypothesis was, therefore,
accepted.
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The clinical evidence gathered in relation to this hierarchy also
supported the hypothesis. An example of this evidence Is based on the
report of Mary after training. She Indicated that she "practiced
attending behavior on her husband" and found out "new things about him".
She had listened to him In a different way that had encouraged him to
speak more freely. Another example was reported by Jean; she Indicated
that after "listening" to her students, she learned more about what
they knew and wanted to learn.
The main difference in attending behavior styles for the experi-
mental group after training appeared to be in verbal following, body
movements and relaxation. This observation would seem to indicate that
there was an interrelation and cumulative effect between hierarchies.
The results of the research in this hierarchy support the research
of Ivey et al. (1968b) and Zeevie (1970). They both effectively taught
attending behavior skills to students and achieved significant findings.
The fourth hierarchy had as its goal the Instruction of the train-
ees in decision making skills. A paper and pencil test, the DMT, was
used to measure the trainees' ability to make decisions. The results
revealed that those trained in decision making significantly increased
their score.
The following is an example of the pre-test and post-test response
by one of the trainees to question six of the DMT. The score on this
question went from nine on the pre-test to twenty-six on the post-test.
The pre-test response to question 6 is as follows:
Your children are contributing food for a class party. "I won't
eat Mickey's food," one child shouts. "It might have germs on it."
Mickey starts to dash about the room yelling "dirty, dirty, dirty.
look out, dirty!"
ANSWERS
:
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I can't see an issue since I'm not sure what
ceming last sentence. happened con-
ALTERNATIVES
:
Since I don't really know what Mickey meant I would inquire
of him as to what he meant. I would show concern for Mickey.
1st of all tell the other child how wrong he was to insult
Mickey. Have the two of them discuss how Mickey must have felt
so that they get involved in this. Also, help Mickey if he has
problems which are devulged as a result of this discussion at
a later date. Second, quiet Mickey down. Reprimand the other
child quickly. Drop incident if possible. Discuss with the
shouting child later.
The post-test response to question 6 is as follows;
ANSWERS
Issue: Whether to punish 1st child or concentrate your attention
on what might be a deeper need in Mickey.
ALTERNATIVES
1. Calm Mickey down by whatever means work than have 1st
child apologize to Mickey.
2. Discuss with the children Involved, the feelings evoked
by the action. Role play.
3. Calm Mickey. Yell at 1st child at a later time to find
out where Mickey is at. First indications indicate an
unusual response to a common remark. Find out what
Mickey meant by his yelling words.
4. Discuss with Mickey's parents if Mickey does face an
unusual problem.
5. Have Mickey get professional help if it's needed.
6. Calm Mickey. Discuss with 1st child only how Mickey
must have felt at later time and then follow alterna-
tives 4, 5, etc. at later time also.
It can be clearly seen from a comparison of these two responses the
improvement in the decision making process for this trainee. She is
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better able to define the problem and nan penetrate a large number aa
well as fore appropriate alternatives to the problem stated In ques-
tion six. Ihe hypothesis that decision making could be effectively
taught was maintained.
The clinical evidence, once again, supported the statistical re-
sults. Mary, who had initially indicated that she would like to work
with us as an assistant, reported that after the hierarchy on decision
making, she discovered that she really did not desire to serve as an
assistant. She further Indicated that after reviewing the Issue she
saw it from a different light and this light clearly showed her that
she did not want to assist us. Further clinical evidence was based
on the report of Betty. She had originally decided not to assist;
but after going through a process similar to June, she decided to
work as an assistant.
The results of the data generated from this hierarchy support the
work done by Torrance (1961), Prince (1968), Ivey (1968a), and Tiedeman
and Dudley (1967). They all approached decision making from a differ-
ent vantage point but still established a model that basically included
the same components of: 1) problem definition; 2) alternative to ac-
tion; and 3) choice of an alternative. The decision making hierarchy
mirrored the same basic model.
In relation to the effectiveness of the four hierarchies as a
whole, there seems to be clinical evidence that would support the idea
that they were affectively integrated. This evidence is of two kinds.
The first kind reflects itself in the micro-teaching lessons used by
the trainees in each hierarchy. As the trainees began to establish
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lessons for each hierarchy they began to call more and more on the
lessons they learned previously. The lesson prepared by Sally to micro-
teach attending behavior clearly reflects this integration. She taught
attending behavior in a formal manner; that is, she taught it as a
hierarchy. Sally began by teaching relaxation, body movements (non-
verbal) and sentence-follow to her elementary school pupils. In es-
sence, her lesson followed the development of the hierarchies from
hierarchy one, to two, and to three.
The second category of evidence is based on the report of the
trainees during and after student teaching. Many of them indicated
that they became much more aware of the importance of being relaxed
before the class, of listening to the students, of having a congruent
communication style and sorting out data before making decision. This
evidence is far from conclusive but does seem to indicate that the
hierarchies were not isolated units but integrated modules.
The results of this section seem to support the research of Zeevie
(1970); Ungerleider (1969); Carkhuff (1969); and Ivey (1968c) that human
relations skills could be effectively taught and learned in a rather
short period of time.
The third question posed by this study was in relation to the
attitude of those trained towards each skill. Would the trainees*
attitude toward their ability to perform the specific skills of relax-
ation, non-verbal communication, attending behavior and decision mak-
ing significantly change as a result of training? The answer to this
question was generally yes—the results of the statistical test of
three semantic differential scales yielded statistical significance.
83
Only In the eemantic differential testing the attitude to engage In
attending behavior was significantly not achieved.
These results would also seem to generally indicate that there
was no discrepancy between the trainees' ability to engage in a skill
and their attitude towards their ability to engage in a specific skill.
Three out of four hypotheses were supported that there would be a sig-
nificant attitudinal change, as measured by the semantic differential
scale, for those trained and no change for those not trained.
It is important to note that the finding in relation to this
question was not surprising. This lack of surprise is based upon the
fact that when you teach an individual some skill he is usually going
to feel more competent in that skill than before he knew the specific
skill. It would, to be sure, most disheartening if the trainees'
attitude did not change after training.
Implications for Further Research
This study ought to be seen as an observational study of a human
relations program that was performance based. What needs to be done
is a replication of this study in which more precise instrumentation
is used and where there is some evaluation of student self-report as
to their progress in skill acquisition.
Another possibility for research would be a study in which the
effects of modeling by the trainers was measured. Basically, it is the
author's opinion that modeling behavior on part of the trainers had a
significant effect on the learning process.
A further area for research would be the establishment and test-
ing of a self-contained human relations program; that is, a program in
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which the student, on his own, could go about learning the skills with-
out the assistance of instructor or trainer.
An abvious need is to develop and test additional hierarchies for
inclusion in future human relations programs.
One of the most important implications is the possible redefini-
tion of the teacher’s role from the traditional information giver to
a human relations specialist.
As the final implication it would be important to test the complete
do, use, and teach model. In this study only the do aspect was tested.
Limitations of the Study
Any study no matter how carefully planned has built into it cer-
tain deficiencies that limit the power and predicative potential of the
study. This study, not unlike many others had a number of deficiencies
that must be kept in mind in relation to Interpretation of the findings
or in any attempt to replicate the study.
One limitation, which clearly came to light is the evaluation of
the first hierarchy, was the reactive effect the DAF had on the per-
formance of the comparison groups at the time of the post-test. The
use of an Indirect measure was certainly a limiting factor. If the
pre-test becomes a treatment variable; then in effect, the comparison
group looses its effectiveness as a standard to compare any growth
against
.
There are at least three alternatives that came to mind as pos-
sible ways of remediating the problem. The first alternative is to
use a post-test only design, but this has the limitation of not allow-
ing the experimenter to guage change scores. The second alternative,
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which is much more appealing. Is to use a Solomon Four Group Design.
This design would allow the experimenter to measure and control for
any reactive effects that might occur, and therefore, color the re-
sults. The third alternative would be to use direct behavioral
measures for each skill.
A second limitation of the study was the relatively small number
of subjects. This ruled out the use of parametric statistic through-
out the evaluation of the program due to the unusual distribution of
scores. The non-parametric, sign test, did reveal significance in
seven out of nine hypotheses. The obvious answer to this problem is
increase the size of the population but this alternative leads into
the third limitation of this study—logistics.
This limitation is one that is obviously built into any study
that relies on having people and machinery at the same time and at
the same place. This did inject an air of mystery as another variable,
for one did not know who would be there or who would not but whether
or not the equipment would work. The easiest way to solve this problem
would be to do research with more controllable subjects such as rats.
j
The suggestion to alleviate the problem is to try and keep the logis-
tic end as simple as possible and keep the equipment in one fixed
[
location.
)
Another limitation was due to the fact that the experimenter was
' one of the trainers and his enthusiasm was not controlled for by the
I
design. Along this line, variability among trainers was not controlled
I
for and this might have been a limitation of the study.
I
! The final limitation was that interactions between the control
I
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and the experimental group were not eliminated. This Interaction
might have prejudiced some of the results. This limitation did not
seem to effect the outcome.
Summary
The results seemed to strongly indicate that the study was gener-
ally successful. The basic model for the performance curriculum ap-
pears to be sound. The skills taught to the trainees based on either
statistical or clinical evidence appeared to have become a part of the
trainees' repertoire. The self-concept of the participants was not
significantly changed but their attitude towards their ability to
engage in the specific skills was significantly improved. Finally,
the limitations and implications for further research were presented.
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Chapter VII
Summary
This study was designed to test the feasibility of establishing
a performance curriculum In human relations as a component of the
Model Elementary Teacher Education Program. Ibe program ran for one
month and was divided Into the four hierarchies with each hierarchy
being individually evaluated.
The research design employed in this study was basically a ran-
dom assignment of subjects to a treatment group and a comparison
group. A pre-test and post-test was administered to both groups after
each of the four training periods, and before and after the entire
program.
The trainees in the program were all senior women in the elemen-
tary education student teaching block at the School of Education,
University of Massachusetts. Twenty-four were randomly selected from
a group of volunteers and twelve were randomly assigned to either the
treatment or comparison group. The trainers in the program included
bhree doctoral students and one faculty member in Counselor Education
at the School of Education, University of Massachusetts.
The criterion measures used in this study were the following:
The Miskimin’s Self—Goal—Other Discrepancy Scale; The Semantic Differ-
ential; Delayed Auditory Feedback; Attending Behavior Scale; Non-Verbal
Performance Evaluation Test; and the Decision Making Test.
Results of the study were discussed in relation to the feasibility
of program development and the effectiveness of the program in training
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people in individual human relations skills. Another facet considered
was if any change in attitude or self perception was as a result of the
study. Finally, the results of the study were discussed in terms of
implications for further research and the limitations of the present
s tudy
.
Nine specific hypotheses were tested and examined as a result of
this study. These hypotheses may be channeled into three distinct
groups. The first that training would decrease the size of the dis-
crepancy between the trainee and current self-concept and goal self-
concept. The second set of hypotheses was whether or not training
would increase the trainee's skills in relaxation, non-verbal commun-
ication, attending behavior and decision making. The third group of
hypotheses tested whether or not training would effect the attitude
of the trainee towards his ability to perform these specific skills.
Results of the hypotheses testing revealed: 1) no significant
change in the discrepancy between current self-concept and goal self-
concept; 2) a statistically significant improvement in the skills of
the trainees in three out of the four areas of human relations taught
in this study and 3) a significant improvement or change in attitude
of the trainees toward their ability to perform these various skills.
The results of this testing of hypothesis were further discussed
in terms of the feasibility of the establishment of a performance
curriculum in human relations and implementation for further research.
The results further suggest the need to examine the entire do, use
and teach learning process in terms of their individual contributions
to the outcomes of each hierarchy.
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This study established a tripartite teaching
.odel-the do. use
and teach model. Ihls program Is reflected In a six step approach to
the learning process In each hierarchy. This process Is reflected
In these following six steps: 1) Discussion of the skill to be learned;
2) Experience and "try on" the skill; 3) Use of the skill In every-
day life; 4) Teach the skill to one other; 5) Write a program to mlcro-
teach the skill and 6) Mlcro-teach the skill to a specific population.
In this case, the population was elementary school pupils.
The basic structure that tied these steps together in a meaningful
whole was the performance curriculum approach of Mager (1962). This
use of behavioral objectives and instructional alternatives provided
a feasible approach to the problem of teaching a human relations pro-
gram. In essence, the use of this structure provided a workable
instructional model that is indeed in need of further refinements,
developments and study.
The study further revealed that the development of additional
hierarchies was needed and that these hierarchies could be established
with do, use and teach as the process statement and ther performance
curriculum as the structural model. This suggestion does not delimit
the addition or deletion of any aspects of either the process or the
structure
.
Finally, this study dealt with two specifically interrelated
components: 1) the testing of the effectiveness of each hierarchy
in teaching a human relations skill and 2) the development of a
process and a structure for a human relations program. The results
seem to generally Indicate initial success on both fronts; but more
Importantly, the results provide encouragement for further research
development and study.
91
BIBLIOGRAPHY
Allen, D. W. Mjcro Teaching: A Description
. Stanford: StanfordUniversity, 1967. i-mij.ora
Alschuler, Alfred. Ethical Issues in Psychological Education
Cambridge: Harvard University, 1969. (a) (mimeo)
Alschuler, Alfred. Psychological Education and Growth Communities.
Educational Opportunities Forum
. 1969, 1, 169-181. (b)
Alschuler, Alfred. The Origins and Nature of Psychological Educa-
tlon. Educational Opportunity Forum
. 1969, 1, 1-16. (c)
Argyris, C. T-Groups for Organizational Effectiveness. Harvard
Business Reveiw
, 1964, 60-74.
Bandura, A. Principles of Behavior Modification
. New York: Holt,
Rinehart & Winston, 1969.
Bandura, A., Ross, D., and Ross, S. A. Vicarious Reinforcement and
Initative Learning. Journal of Abnormal and Social Psvcholoev
1963, 601-607.
“ ^
Berenson, B. G. and Carkhuff, R. R. Sources of Gain in Counseling and
Psychological Therapy . New York: Holt, Rinehart & Winston,
1967.
Berne, E. Games People Play . New York: Grove Press, 1964.
Borton, T. Teaching for Personal Growth: An Introduction to New
Materials. Mental Hygiene
, 1969, 594-599.
Bowers, N. D. and Soar, R. S. Evaluation of Laboratory Human Rela-
tions Training for Classroom Teachers. Unpublished study.
Northwestern University, 1961.
Bradford, L. P. Biography of an Institution. The Journal of Applied
Behavioral Science
,
1967, 3^, 133-143.
Bradford, L. P., Gibb, J. and Berne, K. T-Group Theory and Laboratory
Method: Innovation in Re-education . New York: John Wiley
and Sons, 1964.
Brayfield, A. Performance is the Thing. Journal of Counseling
Psychology
,
1962, 9_y 211-220.
92
Brown, G I Awareness Training and Creativity Based on GestaltJ°yraal of Contemporary Psychotheranv 1969,
Brown
,
G. I. and Gaynor, D. Athletic Action As
Journal of Creative Behavior
. 1967, 1,
Creativity.
155-162.
The
Campbell J. P. and Dunnette, M. D. Effectiveness of T-Group
xperience in Managerial Training and Development.
Psychological Bulletin
. 1968, 70, 73-104.
Campbell, D. and Stanley, J.
Designs for Research.
Experimental and Quasi Experimental
Chicago: Rand McNally, 1963.
Carkhuff, R. R. Helping and Human Relations.
Holt, Rinehart & Winston, 1969.
Vol. II, New York:
Carkhuff, R. R.
Helpers
.
426.
Differential Functioning of Lay and Professional
Journal of Counseling Psychology
. 1968, 15, 417-
Carkhuff, R. R. and Truax, C. B. Toward Explaining Success and
Failure in Interpersonal Learning Process. Personnel and
Guidance Journal
, 1966, 723-728.
Colemen, J. S. Incentives In American Education. The Center For
The Study of Social Organization of Schools. Johns Hopkins
University, February, 1969.
Cooper, J. and Ojala, M. A Feasibility Study On The Model Elementary
Teacher Education Program
. Washington, D. C.: U.S. Govem-
ment Printing Office, 1970.
Cronback, L. How Can Instruction be Adapted to Individual Dif-
ferences? In Gagne, R. H. (Ed.). Learning and Individual
Differences
. Columbus, Ohio: Charles Merrill, 1967.
Dewey, John. Reconstruction in Philosophy
. Boston: The Beacon Press,
1920.
Davison, G. L. Progressive Relaxation Audiotape. Made at V.A.
Hospital, Palo Alto, California, 1967.
Dreikurs
,
R. The Courage to Be Imperfect . Paper presented to the Gui-
dance Department, Corvallis School District, Corvallis, Oregon,
1967.
Duncan, Starkey. Non-Verbal Communication. Psychological Bulletin
,
1969, 72, 118-137.
Edwards, A. L. and Cronback, L. J. Experimental Design for Research in
Psychotherapy. Journal of Clinical Psychology
,
1952, 51-59.
Featherstone
,
J. Schools for Children* Whar’c Ho
Classrooms. The^ew_Re2uWlc/August 19, 1967^15-19®"“^°''
Gallagher, J.
room.
J. Expressive Thought by Gifted Children
llementary English
. 1965, 559-568.
in the Class-
Glanz, E. C. and Hayes, R. W. Groups in Guidon
and Bacon, Inc., 1967.
Boston: Allyn
Goldstein, A., Heller, K. and Sechrest,
Psychology of Behavior Change .
L. Psychotherapy and thp
New York: Wiley, 1966.
Golenblewskl, R. T. Ths Laboratory Method to OrganizationSchema Method. Public Administration Review .
Change
:
1967,
Goodlad.J and Richter, M. Ihe Development of a Conceptual Sample,for Dealing with the Problems of Curriculum and InstructlLLos Angeles: I.D.E.A., 1966.
Guemey, B. G. Psycho-Gherapeutic Agents: New Roles for Non-Pmfps-
^onals. Parents and Teachers
. New Ynric r p.*n-hart 1Winston, 1969.
Guilford, S. P. F^_damental Statistics in Psychology and Eduratinn.
New York: McGraw-Hill, 1967.
Gunther, B. Sensory Awakening and Relaxation
. Big Sur, California:
Esalen Publications, 1967.
Hall, E. The Silent Language . Greenwich, Connecticut: Fawcett
Publications, 1959.
Holt, John. How Children Fail . New York: Pitman Press, 1964.
Huxley, A. Education on the Non-Verbal Level. In R. Jones (Ed.),
Contemporary Educational Psychology
. New York: Harper and
Row, 1966, 210-221.
Huxley, A. Fundamental Statistics in Psychology and Education. New
York: McGraw-Hill, 1965.
Ivey, A. A Performance Curriculum in Human Relations . Amherst:
University of Massachusetts, 1968. (c) (mimeo)
Ivey, A. Micro-Teaching and the Student Development Center: Pro-
gramming Human Relations in the School . Fort Collins:
Colorado State University, 1968. (a) (mimeo)
94
Ivey, A., Normlngton, C. J., Miller, C. D., Morrill, W.
R. F. Micro-Counseling and Attending Behavior:
to Pre-Practicum Counselor Training. Journal ofPsychology (separate monograph), 1968, 15
,
1- 12
.
H. and Haase
An Approach
Counseling
(b)
Iyengar, B. K. S.
—
-
Sht on Yoga . New York; Schocken Books, 1968.
Jacobson, E. Progressive Relaxation
. Chicago; Universltv ofChicago Press, 1938.
Jones, Richard M. Contemporary Educational Psychology SelertPH
Essays
. New York: Harper and Row, 1966.
—
Keil, E. C. A Structure for Innovation in Education. Educational
Technology
, 1969, 1
_^
35-40.
Kozol. Death At An Early Age . Boston: Houghton Mifflin, 1967.
Krathwohl, D. R.
,
Bloom, B. S., Masla, B. B. Taxonomy of Educa-
tional Objectives: The Classification of Educational Goals
.
Handbook II, Cognitive Domain
. New York: David McKay Co
Inc., 1964.
Kriyananda. Yoga Postures for Self-Awareness
. San Francisco:
Hansa Publication, 1967.
Krumboltz, J. D. Behavioral Counseling: Ratlonals and Research.
Personnel and Guidance Journal
, 1965, 383-388.
Laux, Dean M. A New Role for Teachers. In R. Jones (Ed.), Con-
temporary Educational Psychology, Selected Essays . New
York: Harper and Row, 1966, 187-195.
Levitt, E. The Results of Psychotherapy with Children. Journal of
Consulting Psychology
, 1957, 189-196.
Lowen, A. Physical Dynamics of Character Structure . New York:
Grune and Stratton, 1958.
Mager, R. F. Preparing Instructional Objectives . Palo Alto,
California: Fearon Publishers, 1962.
Mas low, A. H. Eupsychlan Management; A Journal . Homewood, Illinois:
Irvin Press, 1965.
May, R. Love and Will . New York: Norton, 1969.
McClelland, D. C. and Winter, D. G. Motivating Economic Achievement .
New York: Free Press, 1969.
95
mi, C. and^Rltvo. M._ Potentialities Non-Ve.K.,Te chniques
. Boston: Boston University, 1969. (JiiSSr
Mismmns,^R.cW.ii^20^.^
D. The Naked Ape. New York: Delta Book, 1967.
Getting, ^E.^R.^ Hypnosis and Concentration in Study. The 'AmericanJournal of Clinical Hypnosis
. 1964, 7, 148-151^
Ohlsen, m^M. G q^up Counseling. New York: Holt, Rinehart S Winston,
Ojemann,^R. H. We Can Teach Human Relations. Journal of HealthPhysical Educatlo, Recreation
. 1955, 26, 20-21.
Osgood, C., Sued, G. and Tannenbaum, P.
Illinois: mini Books, 1957.
The Measurement of Meaning
.
Fames, S. J. and Harding, H. F. A Sourcebook for Creative ThinkingNew York: Charles Scribner and Sons, 1962. ^
Pascal, G. and Zax, R. Psychotherapeutics: Success or Failure.
Journal of Consulting Psychology
. 1956, 20, 325-331.
Peris, F. C. Gestalt Therapy and Human Potentialities. Esalen
Paper No. 1, June, 1965.
Pfeiffer, J. W. and Jones, J. E. A Handbook of Structured Exper-
iences for Human Relations Training
. VI and II. Iowa City:
University Associates Press, 1969.
Polanyi, M. The Tacit Dimension
. Garden City, New York: Doubledav
1966.
Prince, G. The Practice of Creativity
. Cambridge: Synectlcs, 1968.
Rogers, C. R. The Community. Psychology Today
, 1969, 8
,
22-61. (a)
Rogers, C. R. Client Centered Therapy . Boston: Houghton Mifflin,
1965.
Rogers, C. R.
1969.
Freedom to Learn . Columbus, Ohio: Charles Merrill,
(b)
Rogers, C. R. Learning to be Free. NEA Journal
, 1963, 76-79.
Rogers, C. R. On Becoming a Person .
Co., 1961.
Boston: Houghton Mifflin
96
Rogge, W Elementary School Guidance in Illinois. Springfield-Office of State Superintendent of Public Instruction, 1965
Rollin, S. and Ivey, A. The Human Relations
University of Massachusetts, 1969. (mimeo)
Amherst
:
Rudman
,
S • The Effect of Relaxation
Anocljet^. Unpublished masters
1969.
Training on the Level of Manifest
thesis. University of Massachusetts
J
Sakamaki, S. Zen and Intuited Knowledge.
Hawaii, 1965. (mimeo)
Honolulu: University of
Schofield, W. Psychotherapy: The Purchase of FriPnHQh-ip
New Jersey: Prentice Hall, 1964.
^ Englewood
,
Schein,
^
H. and Bennis
,
W. G. Personal and Organizational Chaneestrough Group Methods: The Group Approach
. New York: Wilev •
& Sons, 1965.
Schutz, W. C. Joy: Expanding Human Awareness. New York: Grnvp
Press, 1967.
Schutz, R. E. Research, Development, and Improvement in Education.
Paper delivered at the Annual Meeting of the California
Education Research Association. Los Angeles, California
March 1967.
Simkin, J. S. Introduction to Gestalt Therapy
. Los Angeles,
California, 1962. (mimeo)
Sizer, T. Remaking the World of the Career Teacher . Washington,
D. C. : NEA, 1966.
Skinner, B. F. Contingencies of Reinforcement in the Design of a
Culture . Paper given at Walter Reed Army Medical Center,
March 26, 1965.
Skinner, B. F. Freedom and the Control of Men. American Scholar,
1955-56, 47-65.
Skinner, B. F. The Technology of Teaching . New York: Appleton-
Century-Crof ts
,
1968.
Skorpen, H. Preface. Educational Opportunities Forum
,
1969, 1
^
V-VIII.
Slavson, S. R. An Introductory to Group Therapy . New York: Common-
wealth Fund, 1943.
Thoreau, H. D. Walden . New York: Holt, Rinehart & Winston, 1966.
97
Thorndike, R. and Hagen
and Education
.
’ Measurement and Eva^na ^^ ..r,
New York: Wiley, 1961.
Psychology
Tiedeman, D. V. and Dudley, G. Z. Thought, Choice and Action: Pro-cesses of Exploration and Commitment in Carppr not iCambridge: Harvard Graduate School of Education, 1967?^"*^’
Torrance E. P Priming Creative Thinking In the Primary Grades.Elementary School Journal
. 1961, 12, 209-218
^
Curriculum and Develonmeot Dallas
Marcus,
Conference on Curriculum Development,
Underwood, W. J. Evaluation of Laboratory Method Traininging Directors Journal
. 1965, 19, 34-40.
Traln-
Ungerleider, C.
,
Wesson, R.
,
Kearney, C., Samuels,
Strength Training for Beginning Teachers.
tunity Forum
. 1969, 1
,
66-75.
J. and Weinstein, G.
Educational Oppor-
Watts, A. The Way of Zen . New York: Vintage, 1957.
Wells, Cecilia. Psychodrama and Creative Counseling in the Elementary
Schools. Group Psychology
. 1962, 15, 244-252.
Worry, J. S. and Wollersheln, Janet P. Behavior Therapy with Children:
A Broad Overview. Journal of American Academy of Child Psy-
chiatry
, 1967, 346-370. ^
Wolf, A. The Psychoanalysis of Groups. American Journal of Psycho
therapy
, 1949, 3
,
525-54.
Wolpe
,
J. and Lazarus, A. Techniques of Behavior Modification
. New
York: Pergammon, 1967.
Zeevie, S. Development and Evaluation of a Training Program in Human
Relations Training in Effective Attending . Unpublished
doctoral dissertation. University of Massachusetts, 1970.
appendicies
HOOL OF EDUCATION
0/002
September 22, 1969
To Whom It May Concern:
You have been selected to participate in the METEP Human
Relations Program. We will meet Monday, September 29, in Wysocki
House on North Pleasant Street at 9:00 a.m. If you cannot come,
please call Miss Jeanne Drwila at 545-0915 or 545-0916. Hope to
see you all next Monday.
Sincerely yours
,
Steve Rollin
Research Assistant
SR/jmd
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METEP
I^ntroduction to the Human Relations Hierarchy
Developed by
Steve Rollin and A1 Ivey
= K ^ I
purpose of this program to aid you, the elementaryschool teacher trainee, in developing and honing certain skills thatare feU will be of great service to you as both teacher and“L-men. These hierarchies will help you develop skills in: ^
1. Physical awareness
2. Non-verbal awareness
3. Attending behavior
4. Decision making
These hierarchies should be approached Individually and In order ItIS most important to maintain the order that they are presented inon the printed forms.
As you proceed you will notice the page divided Into two sections,he left hadn section contains the program we would like you to fol-low and the right hand side of that same page contains instructional
alternatives that you might find helpful in performing the hierarchy
On the opposite page (the left hand page) you will find some refer-
ence material for each hierarchy. You are to read the sections of
the reference material—the instructional aids—that you feel are
most useful and pertinent. You need not read any of the reference
material in its entirety unless you feel you would like to at the
time. Many of these resources are housed at Wysocki House and the
library at the School of Education. Please keep track of each event
or activity the date you perform it and record your reactions to that
event as soon after you complete it as possible.
You will be issued each hierarchy individually and will not be
given the next hierarchy until the one you are currently working on
has been completed. You are to feel free to request of the trainer
or your supervisor any assistance that you feel you need in aiding
you in your work through the hierarchy.
The last task you will be asked to do will be to select one or
more of the hierarchies and retool or redevelop it to what you might
consider to be a more effective approach to the same topic.
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Instructional Aids
Jacobson's Relaxation Techniques
Yoga Postures for Self Awareness - Kriyananda
Gestalt Therapy - Peris
,
Hefferline and Goodman
3~a. Naked Ape - D. Morris
4-a. Gunther, B. Sensory Awakening and Relaxation
Iyengar, B. K. S. Light on Yoga
4-b. Lowen, A. Physical Dynamics of Character Structure
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HIERARCHY I
(Physical Awareness)
Performance Criterion Instructional Alternatives
1. The teacher trainee will
achieve relaxation to the
satisfaction of the
trainer.
* Do not proceed until
you are relaxed.
2. The teacher trainee will
attend to and focus on
specific feelings in his
body. Attend to both
painful and pleasurable
sensations. The trainee
will report to the trainer
on the sensations he has
focused on.
* Proceed to next step.
3. The teacher trainee will
share his thoughts gener-
ated in P.C.2 with four
fellow trainees so that
these thoughts are clearly
understood
.
* Proceed to next step.
4.
The teacher trainee will com-
plete a set of physical
awareness exercises to the
satisfaction of the trainer.
* Proceed to next step.
The trainee will achieve
relaxation using Davison's
tapes
.
The teacher trainee will
read Gunther, B. Sensory
Awakening and Re 1axa t ion .
The teacher trainee will
read a section from Joy
by W. C. Schutz.
The teacher trainee will
in a group setting practice
attending to and reporting
body sensations.
a. The teacher trainee will
write his thoughts and
share the written thoughts
with one other.
b. The teacher trainee will
record on an audio recorder
his thoughts and listen to
the recording in a group
of fellow trainees
.
a. The teacher trainee will
participate in Esalen
type exercises
.
b. The teacher trainee will
do ten exercises described
by Lowen (1958).
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5-a.
Instructional Aides
M
easurement and Evaluation In Psychology and EduraMnn -
Thorndike and Hagan
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(Hierarchy I, Cent.)
Performance Criterion Instructional Alternatives
5. The teacher trainee will
teach one other adult a
physical awareness skill
so that the one being
taught can readily per-
form the skill.
* Move on to next step.
6. The teacher trainee will
establish a written pro-
gram for the teaching of
physical awareness and
relaxation to the satis-
faction of the trainer.
* Proceed to next step.
7
.
The teacher trainee will
instruct a microteaching
class in relaxation and
physical awareness using
the program just com-
pleted. This will be done
to the satisfaction of the
trainer
.
* Proceed to next step.
a. The teacher trainee will
in writing review all
past experiences in
physical awareness.
b. The teacher trainee will
review all past experiences
in a group of fellow
trainees
.
a. The teacher trainee will
write a brief review of
the literature relating
to physical awareness and
relaxation
.
b. The teacher trainee will
make a model video tape
that could be used for
the Instructional purposes
of teaching physical
awareness and relaxation.
a. The teacher trainee will
teach a group of fellow
trainees relaxation and
physical awareness using
the program just developed.
b. The trainee will view an
Instructional film on
microteaching
.
8.
The teacher trainee will meet a. ^ instructional alternative,
with his fellow trainees in
a group to discuss the im-
pact, feeling, and new learn-
ing that was gained in the
completion of this hierarchy.
He will also include a written
critique and suggestions for
Improving the hierarchy.
* Stop.
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Instructional Aids
Sense Relaxation - B. Gunther
Joy ~ William Schutz
3-a. Way of Zen by A1 Watts
3-a. Zen and Intuited Knowledge - S. Sakamski
3-b. Iyengar, B. K. S. - Light on Yoga
4-a. Silent Language - E. Hall
4-a. Education on the Non-verbal Level - A. Huxley
4-b. Games People Play - E. Berne
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HIERARCHY II
(Non-Verbal Awareness)
Performance Criterion Instructional Alternatives
1. The teacher trainee will
achieve relaxation to the
satisfaction of the
trainer.
* Do not proceed until
you are relaxed.
2 . The teacher trainee will
demonstrate knowledge of
ten non-verbal exercises
.
* Proceed to next step.
3.
The teacher trainee will
spend one full afternoon
engaged in quiet medita-
tion with a one page
written diary.
* Proceed to next step.
A. The teacher trainee will
present a written pro-
gram to teach non-verbal
awareness to the satis-
faction of the trainer.
* Proceed to next step.
a. The trainee will achieve
relaxation using Jacobsen's
system (1938).
b. The trainee will relax
using the Davison tapes.
a. The trainee will
participate in a two
hour group sensory
awarenes s session.
b. The trainee will select
five exercises in Gestalt
Therapy and make a video
tape of his activity.
a. The teacher trainee will
read Walden by Thoreau.
b . Trainee will read Yoga
Postures for Self-Aware-
ness and establish a
program for doing the
exercises in a group.
a. The teacher trainee will
read Aldous Huxley's
article on Non-Verbal
Communication .
b . The teacher trainee will
critique a fellow trainee's
program for building non-
verbal awareness and suggest
alternate approaches in a
group
.
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Instructional Aids
Micro-Teaching - Dwight Allen
Preparing Instructional Objectives -
Dave Berliner's Film - On Non-Verbal
R. Mager
Communication
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(Hierarchy II, Cont.)
Performance Criterion Instructional Alternatives
5. The teacher trainee will
teach non-verbal aware-
ness to one other indi-
vidual so that the other
individual possesses
non-verbal awareness
skills
.
* Proceed to next step.
6. The teacher trainee will
teach a 20 minute micro-
teaching class non-verbal
skills to the satisfaction
of the trainer.
* Proceed to next step.
7
The teacher trainee will
meet in a group with his
fellow trainees to discuss
the impact, feelings and
new learning that was
gained during the complet-
ing of this hierarchy and
write a critique of this
hierarchy
.
a. The teacher trainee will
describe in a group his
program to teach non-verbal
awareness
.
b. The teacher trainee will
diagnostically evaluate
his own non-verbal skills.
a. The teacher trainee will
discuss with the trainer
his program of teaching
non-verbal awareness
.
b. The teacher trainee will
report in a group the non-
verbal skills he possesses
and demonstrate those
skills.
a. No instructional alternatives
* Stop.
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Instructional Aids
1-b. Jacobsen's Relaxation Techniques
Attending Behavior - A1 Ivey
3~a. Hypnosis and Concentration In Study by E.
4-a. Micro-Teaching - Dwight Allen
R. Getting
4-b. Preparing Instructional Objectives - Robert Mager
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HIERARCHY III
(Attending Behavior)
Performance Criterion Instructional Alternatives
1. The teacher trainee will
relax to the satisfaction
of the trainer.
* Move on to next step.
2. The teacher trainee will
practice eye contact,
attentive posture and
verbal following with
fellow trainees and
others . Intermix non-
attending and attending
behaviors and record any
differences in communi-
cation. This will be done
to the satisfaction of the
trainer.
* Proceed to next step.
3. The teacher trainee will
watch groups of children
for 5, 4, 3, 2, and 1 minutes
successively. Write a
description of the
children's attending
behavior to the satisfac-
tion of the trainer.
* Move on to next step.
4. The teacher trainee will
establish a program for
teaching attending be-
havior to the satisfaction
of the trainer.
* Move on to next step.
a. Use Davison's tapes to
relax.
b. Use Gunther's system to
relax.
a. The teacher trainee will
practice eye contact,
attentive posture and
verbal following in a
group situation.
b . Observe a video tape
of beginning counselor
before and after training
in attending behavior.
a. The teacher trainee will
view A1 Ivey's video tape
on Attending Behavior.
b. The teacher trainee will
prepare a checklist of
the components of attend-
ing behavior as a group
project.
a. The teacher trainee will
practice attending behavior
with the trainer.
b. The teacher trainee will
prepare a self-evaluation
in relation to his own
attending behavior skills.
Use the group's feedback as
a criteria for your evalua-
tion.
Ill
(Hierarchy III, Cont.)
Performance Criterion Instructional Alternatives
The teacher trainee will
teach one child attending
behavior to the satisfac-
tion of the trainer.
* Move on to next step.
6. The teacher trainee will
teach a 20 minute class
,
in a microteaching setting,
attending behavior to the
satisfaction of the
trainer.
* Move on to next step.
7. The teacher trainee will
from a group of fellow
trainees in which they will
discuss the issues that
relate to attending behavior.
The trainee will also pro-
vide a critique of this in
writing with suggestions.
a. The teacher trainee will
develop a scale for rating
the child's attending
behavior
b. The teacher trainee will
in a group evaluate his
teaching approach.
a. The teacher trainee will
list his own attending
behavior skills and eval-
uate them.
b. The teacher trainee will
evaluate the progress of
each trainee in acquiring
attending behavior skills.
a. No instructional alternatives
* Stop
.
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Instructional Aids
Dwight Allen's film on Decision Making
Predicament, Problem and Psychology - David Tiedeman
3-b . On Becoming a Person - C. Rogers
The Courage to be Imperfect - R. Dreikurs
Creating a Climate for Change - A. Ivey
Anger and the Rocking Chair - Janet Lederman
4-a.
4-a.
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HIERARCHY IV
(Decision Making)
Performance Criterion Instructional Alternatives
1. The teacher trainee will
achieve relaxation to the
satisfaction of the
trainer.
* Move on to next step.
2. The teacher trainee will
observe a teacher who is
teaching a class and will
note the strategies (dif-
ferent behaviors) used
by the teacher. The
trainee will then suggest
alternate strategies to
the satisfaction of the
trainer.
* Move on to next step.
3. The teacher trainee will
defend the alternate
strategies selected in step
two as to why they were
chosen, to the satisfac-
tion of the group of fel-
low trainees to whom the
presentation is being made.
* Move on to next step.
4. The teacher trainee will
demonstrate in a group of
fellow trainees how he
reaches a decision. He
will do this to the satis-
faction and understanding
of members of the group.
a. Use Jacobsen's system (1938)
to achieve relaxation.
b. Use Davison's tapes (1968)
to achieve relaxation.
The teacher trainee will
practice generating
alternate strategies to
obtain any behavior in a
group of peers.
The teacher trainee will
read Ivey's, A Behavioral
Definition of Human Relations
.
a. The teacher trainee will
practice using at least
three different approaches
to a specific teaching
problem he has observed.
b. The teacher trainee will
read an autobiography of
someone who seemed to the
trainee to be particularly
adept at making decisions.
a. The teacher trainee will
observe others making
decisions and offer alter-
native approaches for the
resolution of the decision.
b. The trainee will analyze and
define his own decision mak-
ing process in writing.* Move on to next step.
Instructional Aids
Dwight Allen - Micro-teaching
Robert Mager - Preparing Instructional Alternativps
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(Hierarchy IV, Cont.)
Performance Criterion Instructional Alternatives
The teacher trainee will
develop a program to teach,
in a microteaching setting,
decision making skills to
the satisfaction of the
trainer.
* Move on to next step.
6. The teacher trainee will
teach a 20 minute micro-
teaching class decision
making skills to the
satisfaction of the super-
visor
.
* Move on to next step.
7. The teacher trainee will
in a group of fellow trainees
discuss, evaluate and suggest
alternate approaches to
this hierarchy to the group
satisfaction.
a. The teacher trainee will
discuss with his supervisor
his program.
b. The teacher trainee will
discuss in a group of
fellow trainees problems
arising out of preparation
of the instructional
program.
a. The teacher trainee will
observe and critique a
fellow trainees micro-
teaching session in a
group of fellow trainees.
b. The teacher trainee will
critique his own presen-
tation in relation to
decisions he made before
the presentation was made.
a. ^ instructional alternative.
* Stop
.
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D.A.F.*
Name
Date
THE NEGRO IN THE MAKING OF AMERICA
By
Benjamin Quarles
The Emancipation Proclamation struck another blow at theConfederacy by authorizing the enrollment of freed slaves in theUnion Army and Navy. The sanction of Negro levies by Lincoln
marked the beginning of the large-scale tapping of this great
reservoir of manpower. Northern state governors, desperately
anxious to fill their quotas, now saw their way out, as did white
men who had been drafted and who were looking for substitutes.
The recruiting of Negroes in the North ran into one serioushandicap— the relatively sparse population. Since many potential
Negro soldiers were available in those portions of the South which
had come under the Union flag, however, into those regions cam
recruiting agents from the states and from private parties. These
agents soon found a formidable rival in the national government.
On March 25, 1863, Secretary of War Stanton dispatched Lorenzo
Thomas, Adjutant General of the Army, to the Mississippi Valley,
to organize brigades of colored troops. Thomas proved to be a
zealous recruiter, raising twenty regiments in less than three
months
.
The Negro’s response to invitations to become a soldier was
good. By the end of the war, some 180,000 colored men had volunteered,
comprising between 9 and 10 per cent of the total Union enlistments.
These Negroes in blue took part in 499 military engagements, thirty-
nine of which were major battles. Their death toll was high, amount-
ing to 68,178, or more than one-third of their total.
Benjamin Quarles, The Negro in the Making of America
,
Collier Books,
866 Third Avenue, New York, New York, pp . 118.
Delayed Auditory Feedback
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Form I
Directions
:
Name
Date
METEP
Decision Making
On the following pages you will find six classroom
incidents that are taken from actual classroom events
that have occurred recently in an elementary school
setting. Please respond to each event by first de-
fining what you see as the main issue and then the
alternative approaches you might use to handle the
problem. Try and make each response short and limit
all responses to the answer sheet provided. Order
all your responses as to the one you would attempt
to use first, second, third, etc. You will have
thirty minutes to complete this assignment. Please
begin when the proctor signals. You may turn in
your paper if you complete it before the time is up.
TURN TO NEXT PAGE AND BEGIN
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1 . One of your fifth grade girls has shoplifted some clothine
gSdanL“ '^o
ANSWER
119
2 . A third
hall to
grader slaps you on the rear
some older students who have
end and runs down the
dared him.
ANSWER
120
3 . One of your sixth grade boys yells in class,
so damn smart because you're a teacher!"
* "You think you 're
ANSWER
121
4 . You have spent six weeks building up the morale of vourfourth graders when a colleague parades Into your room and In
clS^ she has never seen such a terrible
ANSWER
122
5 .
^
unusually stubborn second grader who refuses to undertake
scribbles orhlsdesk and kicks you.
ANSWER
123
6 . Your children are contributing food for a claas partv "lwon t eat Mickey's food," one child shouts. "It „lS; ha«
dirty, dirty, dirty, look out, dirty!"
^
ANSWER
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N Mean Change
t
Score
Experimental 11
-6.64
Control 11
-8.27
.122
Hierarchy I Relaxation
Experimental
Control
N
11
11
Mean Change
Score
19.45
-7.55
t
.635
Hierarchy II Non-Verbal Awareness
N Mean Change
Score
t
Experimental 11
.86
.278
Control 11
-.25
Hierarchy III Attending Behavior
N Mean Change t
“
Score
Experimental 11 41.36
.558
Control 11 18.09
Hierarchy IV Decision Making
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Mean Change t
Score
Experimental
Control
11
-6.91
.363
11
.27
The Miskimins Self Goal Other Scale
PLEASE NOTE:
"Miskimins Self
-Goal-Other
Discrepancy Scale (MSGO)"
,
(c) 1967 by R.W. Miskimins,
pages 126-128, not micro-
filmed at request of author.
Available for consultation
at University of Massachusetts
Library
.
UNIVERSITY MICROFILMS
I•' 126
;
^'SKIMINS SELF-GOAL-OTHER DISCREPANCY SCALE (MSGO)
Name
Birthdate
Occupation
— Date .
Age Marital Status: S M
Ed'Jcation Examiner_
_ Sex
Sep D W
INSTRUCTIONS: PLEASE READ CAREFULLY
//
The purpose of this que^stionnaire is to measure your ideas about important areas of living. You will be askedto rate yourself, according to your own experience and feelings, on a total of twenty items. Each of theseItems IS simply a pair of opposite words, such as "good—bad", on which you will be required to give yourstanding by placing yourself nearer to "good", nearer to "bad", or somewhere in between. You will beasked to look at each pair of word-opposites in three different ways. These are:
1. SELr Concept (SC) — This is defined as the way in which you see yourself, or how you would de-
scnbe your own experience and feelings. Thus, if you were dealing with the opposite words "good-bad
,
you would have to decide WHERE YOU ARE on the scale between "good" and "bad".
2. GOAL Self Concept (GSC) — This is defined as how you would most like to be. Thus, if you were
dealing with the opposites "good—bad", you would have to decide WHERE YOU WANT TO BE on the
scale between "good" and "bad".
3.
Perceived Responses of OTHERS (PRO) — This is defined as how you think other people see you. For the
opposites "good—bad", you would have to decided WHERE OTHERS SEE YOU on the scale, nearer to
good or nearer to "bad" or somewhere in between.
SAMPLE ITEM
The following pair of opposite words, "hard working—lazy", are provided as an example. Consider these
word-opp'bsites and rate yourself in the three ways described above—SELF (SC), GOAL (GSC) and OTHERS
(PRO).
I
0 1 2 3 4 5 •6 7 8 .9
A. Hard-working SC SC Lazy
GSC
1
GSC
PRO • PRO
First, for the SC rating—make an X in one of the squares on the first line to indicate where you see your-
self as belonging between "hard working" and "lazy". Second, for the GSC
—
place yourself on the second
line of the scale (labeled GSC on both ends) according to where you would most like to be, between "hard
working" and "lazy". And thirdly, for the PRO rating
—
place an X in a square on the third line (labeled
PRO) according to where you think other people might rate you as being between "hard working" and
"lazy". Now you should have a total of three ratings for the sample item, an X on each line (SC, GSC,
and PRO).
'
I
If you have any questions at this point, please ask the examiner for help!
Copyriohf © 1967 by R. W. MUkImlni. All fight* roiorvod, PoblUhod by RMDSl, Inc., P. O. Box 2037, fort Collin*, Colorado 80521. Prinlad
In U.S.A.
/sc (SELF)—Where you are on the scale.
GSC (GOAL)—Where you want to be on the scale.
PRO (OTHERS)—Where others see you on the scale.
^ 2 3 4 5 6 7 8 9
1. Intelligent SC
SC Ignorant
GSC
GSC
PRO
PRO
2. Creative and
Original
SC
SC Not Creative
and Original
GSC
—
GSC~~
PRO
“PR^
3. Physically
Attractive
SC
SC Physically
Unattractive
GSC
GSC
PRO
PRO
4. Successful
In Life
SC
SC Unsuccessful
In Life
GSC GSC
PRO PRO
5. Competent For
Many Jobs
SC SC Not Fit For
Any Job
GSC
• GSC
PRO 1 PRO
6. Friendly and
Warm
SC SC Unfriendly and
ColdGSC GSC
PRO PRO
7. Prefer Being
With People
SC SC Prefer Being
AloneGSC GSC
PRO PRO
8. Good Relations
With the
Opposite Sex
SC SC Poor Relations
With the
Opposite Sex
GSC GSC
PRO PRO
9. Socially
Skillful
SC SC Awkward
.
SociallyGSC GSC
PRO
*
PRO
10. Concerned For
Others
SC SC Not Concerned
For OthersGSC GSC
PRO PRO
11. Happy SC SC Sad
GSC GSC
PRO PRO
12. Relaxed SC SC Tense
GSC GSC
PRO PRO
13. High Self-
Confidonco
SC SC Lack Self-
GSC
PRO
— — — — — — —
GSC
PRO
Confidence
M, llniulle
Personal
Problems
SC SC Can't llai^dlo
GSC GSC Personal
PRO PRO Problems
15. Alert and
Active
SC SC Dull and
GSC GSC Lifeless
PRO PRO123456789
128Before proceding to numbers 16 through 20, carefully read the instructions given below:
The final part of the test allows you to construct pairs of opposites which are IMPORTANT TO YOU h »have not been handled or mentioned on a previous scale. Simply build pairs of opposites which ol relatdyour own personal exponence and feelings and then rote them in the same three ways, SC, GSC andRO. Be sure to put the more favorable opposite (as you see if) on the LEFT-HAND side of the* scale!
If you li>^vo ony questions at this point or find it very difficult to think of words to use for those last item^please ask the examiner for helpl '
SC (SELF)—^Where you are on the scale.
GSC (GOAL)—Where you want to be on the scale.
PRO (OTHERS)—Where others see you on the scale.
1 2 3 4 5 6 7 8 9
16. SC SC
GSC GSC
PRO PRO
17. SC SC
GSC
• GSC
PRO PRO
18. SC SC
GSC GSC
PRO PRO
19. SC SC
GSC • GSC
PRO PRO
20. SC SC
GSC GSC
PRO PRO
If there are any comments you would like to make regarding any part of this examination, please do so
below:
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METEP STUDY
NON-VERBAL RATING SCALE
Eye Contact
1. Comfortable
Uncomfortah le
2. Non-Attentive
Attentive
3. Good Bad
4. Flexible Rigid
5. Passive Active
6. Confident Doubts his ability
7. Secure Insecure
8. Bold Shy
9. Calm Jittery
10. Interested Disinterested
INDIVIDUALS BODY MOVEMENTS
1. Active Passive
2. Distracting Not Distracting
3. Clumsy Skillful
4. Tense Relaxed
5. Apathetic Enthusiastic
6.
•
Coijifortable Uncomfortable
7.
i •
Immature Mature
8. Polite Rude
9. Bold Shy
10. Sure Unsure
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1. Relaxed
Tpnse
2. Comfortable
Uncnni'Fn'rf- aK 1 o
3. Attentive
Unattentivp
4. Socially inept Social Iv
5. Careless
- Careful
6. Good
Bad
7. Flexible Rigid
8. Calm Jittery
9. Polite Rude
10. Active Inactive
NON-VERBAL COMMUNICATION SKILLS
1. Coherent Incoherent
2. Tense Relaxed
3. Successful Unsuccessful
4. Polite Rude
5. Complimentary Uncomp lementary
6. Good Bad
7. Flexible Rigid
8. Comfortable Uncomfortable
9. Active Passive
10. Skillful Unskillful
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S.D.*
Form I
Student I.D.
Date
Concept
1. Good Bad
2. Potent Impotent
3. Pessimistic Optimistic
4. Dark Light
5. Commonplace Bizarre
6. Incomplete Complete
7. Current Untimely
8. Deep Shallow
9. Successful Unsuccessful
10. Small Large
11. Falling Rising
12. Bottom Top
13. Male Female
14. Meaningless Meaningful
15. Passive Active
16. Useful Useless
17. Slow Fast
18. Forward Backward
19. Complex Simple
20. True False
*Semantic Differential
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21. Sharp
Dull
22. Negative
P it"? Afo
23. New
Old
24. Dishonest
Hones f
25. Tough
Tender
26. Open
Closed
27. Bland Savory
28. Respectful
Disrespectful
29. Thoughtful Thoughtless
30. Interesting Uninteresting
31. Religious Irreligious
32. Smooth Rough
33. Wet Dry
34. Sloppy Neat
35. Cold Hot
36. Friend Enemy
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m.e.t.e.p. human relations
Individual being rated: 1 or 2
Pilot Study
"VERBAL ATTENDING BEHAVIOR"
Changes topic abruptly. Interrupts,
disruptive (inappropriate changes)
Allows sidetracking; inaccurate re-
flections; neglects to label or
explore important content (unpro-
ductive)
Focuses on irrelevant material;
non-contributary statements or
questions; (restricting and over-
controlling—ineffective)
Accurate reflections and inter-
pretations (indicated through
following and interpreting)
(understanding)
Verbal emphasis and highlighting;
labels and explores important content;
following and giving direction
(relevant communication)
"VERBAL VARIETY-APPROPRIATENESS"
Irritating; shrill; distracting;
inappropriate affect as reflected
in voice modulation
Hesitant; faltering; uncertain;
monotone; some inappropriate
affect
> Very little change in tonal quali- Pleasant and clear; some varie-
ties; stereotyped—little affect tion provides good source of
stimuli; some appropriate affect
Articulate; considerable variation in
tone and feeling; appropriate affect
as reflected in voice modulation
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"EYE CONTACT"
Inattentive; looses eye contact
frequently; avoids eye contact
Avoids prolonged eye contact;
uncertain, indirect; uncertain
as to attentiveness
Somewhat attentive, does not vary
use of eye contact; somewhat atten-
tive
Attentive most of the time
Observes closely; varies use of eye
contact; always attentive
"INDIVIDUALS MOVEMENTS AND GESTURES"
Tense; unnatural; uncomfortable Too relaxed—sloppy; somewhat
tense or rigid; slightly nervous;
slouches
Comfortable, but not too relaxed; Comfortable; attentive; very
attending, but not intense little variation
Natural; very attentive; at ease; some
variation

THE DEVELOPMENT AND TESTING
OF A PERFORMANCE CURRICULUM
IN HUMAN RELATIONS
Abstract of Dissertation
This study has two distinct and interrelated areas of concern.
1) the development of a performance curriculum
in human relations;
2) the evaluation of the program in an actual
teaching situation.
The performance curriculum was constructed in a
hierarchical manner
using behavioral objectives and instructional alternatives as
the
pedagogical mode.
Four specific skills were isolated (relaxation,
non-verbal,
attending behavior and decision making) taught,
used, and tested.
Design number four of Campbell and Stanley (1963)
was used as the
experimental model. The testing revealed
that the experimental
group's ability to engage in these skills
Improved significantly
in three out of four of the skill
areas . The experimental group
also demonstrated attitudlnal change
towards their ability to per-
form the specific skills in three
out of four areas. No signifi-
cant change was found in self-concept
as a result of train g
The development of the performance
curriculum appeared to be
successful. The trainees appeared
to enjoy the curriculum
were able to learn the skills.
The behavioral objectives approach
facilitated evaluation and permitted
the students to monitor
their
own movement.
While the performance curriculum
appears to be a tenable
approach to human relations training, there clearly needs to be
further development and evaluation.
.i
Stephen A. Rollin
Amherst, Massachusetts
September, 1970

